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PREFACE 


In view of the number of histories of education already in the field, 
the addition of one more may well require justification. New histories 
usually appear either because the discovery of new sources demands 
the rewriting of old accounts or because new purposes demand the 
reorganization of familiar materials to meet new requirements. The 
present study partakes of both these purposes but aims especially to 
give a distinctly new organization to the field of the history of 
education. 

Presumably, people are chiefly interested in the history of edu- 
cation as well as history in general because it gives them an account 
of how the present came to be what it is. Of course there will be some 
who have an antiquarian interest in the past as the past, but they are 
not likely to be many among professional students of education. 
Professional students of education will have an interest in the history 
of their*profeasion, if at all, because it illuminates the contemporary 
problems with which they have to deal. They will have little time 
for a purely antiquarian study of the subject. 

No doubt most conventional histories of education are written 
with the best of intent to serve the professional student in coming to 
grips with the practical problems of his day. Unfortunately, though 
undertaken with this intent, the ultimate effect of these histories 
seems to be to make the student feel that the history of education is of 
antiquarian interest only. A/Vhy this outcome? The author believes 
it is because conventiorml educational historians have organized their 
materials principally according to temporal epochs. They commence 
with the education of some early civilization such as the Oriental, 
Babylonian, or Greek and then come on down toward the present 
taking each civilization in turn. In each period they try to give a 
well-rounded account of education in all its major phases. Edu- 
cational aims, methods, and curriculum are sketched at the elementary, 
secondary, and higher levels in the light of conditioning political and 
economic conditions as well as psychological and philosophical theory. 
To give a well-integrated account of these factors in each period takes 
many pages and much instructional time. It takes up so much space 
and time, indeed, that the student has to postpone reaching the 
present so long that he loses contact between the past and the present. 
He easily lapses into the habit of thinking that it is a knowledge of 
the past as the past that he is after rather than a knowledge of the 

ix 
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past as the genesis of the present. Only at the very end of the book 
or at the end of the coursci is he likely to get a fleeting glimpse of the 
vital relation between the past and the present. But by then he has 
perhaps forgotten much of the eai'ly material which would make the 
present significant. Or, equally unfortunate, little time remains, with 
the result that the developments of the recent past arc slighted with 
the excuse that the student will not lack for other opportunities to 
learn about the background of contemporary events. 

The present volume seeks to avoid these difficulties by making the 
basis of its organization not the great epochs of the past but the 
problems or problem areas of contemporary education. Thus, instead 
of having chapters on Greek, Roman, medieval education, and the like, 
this volume has chapters on aim, method, and curriculum; on elemen- 
tary, secondary, and higher education; on political, psychological, and 
philosophical bases of education; and the like. The merit of this 
organization is that each chapter begins and ends with contemporary 
interests. Historical materials am sclec.ted and introduced because 
they arc relevant to an understanding of current education. Instead 
of having to wade through a long book or a long course to roach the 
present, the reader or student roaches it at the end of each chapter. 
Thus he is constantly ferrying l^aek and forth between the past and 
the present. The line between the two never sags and breaks of its 
own accumulated weight because it has been spun out too long, as is 
usual in conventional accounts. 

Because of organizing historical materials according to con- 
temporary problems or areas of problems, it is obvious that the con- 
ventional epochs of educational history such as the ancient, medieval, 
and modern are traversed again and again. Of course, each time a 
period is traversed it is with a new and different thread of interest. 
The some is true of great educational Iciulers, One aspect of their 
work will appear in one chapter and another aspect in another chapter. 
It is necessary to point this out, for nowhere in this volume will one 
find a complete account of any epoch or the work of any single man. 
For such accounts the student will still have to consult conventional 
treatises on the history of education. Indeed, advantageous as the 
author believes the organization of tliis volume is to motivate the 
historical study of education and to set it off in what are its most useful 
relationships, he is far from denying any merit at all to the conven- 
tional arrangement of the history of education. The conventional 
arrangement is still the best organization for the student with interests 
in the past as an end in itself. For that reason the instant and con- 
ventional organizations of educational history should not be viewed 
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as excluding but rather as supplementing and complementing each 
other. 

In organizing the history of education so as to shed light on the 
present, there is, of course, risk that the present will change and thus 
put the proposed organization of materials out of date. To avoid this 
risk, an endeavor has been made to organize materials about the 
perennial problems of education, the problems that recur again and 
again throughout history. When it is remarked that history never 
repeats itself, the statement should probably be understood to mean 
that history repeats itself but never exactly. This is particularly true 
of the way in which educational problems are solved. Solutions differ 
perennially according to time and place. But the problems them- 
selves tend to recur and recur. Since educators can be pretty well 
assured of this, it behooves the nistorian to equip practitioners with 
the clinical record of these problejus and their accumulated solutions. 

What the perennial problem areas of education are, may be 
gathered from the table of contents. That there may be more or 
fewer areas than those listed can be conceded at once. It is only fair 
to remark, however, that they have boon chosen more with the 
problems of American than foreign educators in mind. This docs not 
mean that this accoimt is limited to American sources. On the con- 
trary, many American educational problems have a record that can bo 
traced beyond our own shores and beyond our own time span as a 
distinct people. Yet it docs mean that the main emphasis in this 
narrative will be pointed toward the contemporary American 
educational scene. 

The order of chapters in this volume is not the only necessary 
one as it might have been if the conventional sequence of temporal 
epochs had been followed. One can read the book in almost any 
sequence which happens to suit his purpose. Nevertheless, there is an 
order in case one wishes to commence at the beginning and read through 
to the end. The volume moves from an historical account of the 
broad underlying factors conditioning education to their specific 
embodiment in educational practices and institutions. Thus the 
volume opens wdth a development of the aims that have governed 
education. Then follow several chapters dealing with major social 
forces that have determined education such as politics, nationalism, 
and economics. Perhaps even more influential in their effect on the 
quality of the educative process have been the philosophy and psy- 
chology of education which occupy the next two chapters. The 
way in which aims, social forces, and philosophical and psychological 
theory affect method and curriculum is the subject of the following 
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four chapters. Rdigious and moral education as a phase of the 
curriculum is treated as a separate chapter by itself. From edu- 
cational practices the volume proceeds to the evolution of educational 
institutions. After a chapter on the evolution of informal and formal 
educational agencies, a chapter is devoted to each of the various rungs 
of the educational ladder. Then ensues a chapter on public and 
private schools, 'which in turn opens the way to another chapter on 
the more general phases of administration and supervision of the 
schools. The volume comes 'to a close with a final chapter that 
endeavors to assay what progress has been made in twenty-five 
centuries of education. 

The fact that this history of education is organized about the 
perennial or persistent problems of education need not necessarily 
commit one to an instrumentalistic philosophy of education. With- 
out being accused of an exclusively pragmatic viewpoint some authors 
have made whole books out of what appear as mere chapters in the 
above r6sum4, as, for instance, histories of elementary and secondary 
education, histories of manual and industrial education, or histories 
of nationalism and education. In a sense, the current book com- 
presses whole volumes into chapters and therefore resembles a series 
of essays in the history of education. But even if the present volume 
still seems highly instrumentalistic, the reader can take comfort in the 
fact that while probably only one philosophy of education, the prag- 
matic, is exclusively instrumentalistic, all the remaining ones have at 
least a subordinate place in their systems for some degree of 
instrumentalism. 

At a number of points the text of this volume has been improved 
by valuable suggestions from friends and colleagues of the author who 
have read various portions of the manuscript. The author, therefore, 
takes pleasure at this time in acknowledging his indebtedness to 
William J. Sanders for reading the chapter on Philosophy of Edu- 
cation; to J. Warren Tilton for reading the chapter on Educational 
Psychology; to Bessie Lee Gambrill for reading the second chapter on 
Curriculum and the chapter on Elementary Education; to Clyde M. 
Hill for reading the chapters on Secondary and Higher Education and, 
also, the one on Professional Education of Teachers; to Luther A. 
Weigle and Behrend Mehrtens for reading the chapter on Religious 
and Moral Education; and to Frank E. Spaulding and Samuel M. 
Brownell for reading the chapter on Educational Administration and 
Supervision. The author is grateful also to Elizabeth Hallowell who 
read the manuscript in its entirety and made many pointed suggestiops 
as to style and form. 
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Finally, the author owes thanks to the following publishers for per- 
mission to quote materials properly attributed to them in the text: 
George Allen & Unwin, Ltd.; D. Appleton-Century Company, Inc.; 
Edward Arnold & Co.; Association Press; the Bruce Publishing Com- 
pany; The Catholic Educational Review; The John Day Company; E. P. 
Dutton & Company, Inc.; Ginn and Company; Harcourt, Brace and 
Company; Harvard University Press; D. C. Heath and Company; 
HUibert Journal; Henry Holt and Company, Inc.; Houghton Mifflin 
Company; J. B. Lippincott Company; Longmans, Green and Com- 
pany, Inc.; National Educational Association of the United States; 
The New York Times; Oxford University Press; Pilgrim Press, Pren- 
tice-Hall, Inc.; Random House, Inc.; Religious Education Association; 
The Scientific MontMy; Charles Scribner’s Sons; Teachers College Record; 
United Lutheran Publicati<»n House; The University of Chicago Press; 
Univeraty of Delaware Press, University Press of Cambridge; and 
the University Press of Liverpool. Gratitude is also here extended to 
£. L. Dummer and E. L. Thorndike for permission to quote from 
materials on which they personally hold the copyrights. 


New Haven, Conn., 
FAruary, 1947. 


John S. Bhubacher. 
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CHAPTER I 

EDUCATIONAL AIMS 

Some educational aims are very general; that is, they apply to many 
people, hold for a long time span, and are controUing considerations 
when more specific aims are vague or confiicting. Other educational 
aims are limited and specific. They apply to particular individualB, 
hold for a particular level of schooling, or are controlling in preparation 
for a specific vocation or profession. Whether any particular aim is 
general or specific is a relative matter. On the whole, the present 
exposition deals with educational aims in their more general phases.^ 

There have been many statements of the general aims of education. 
But vary the historical dimensions of time and place and one is almost 
sure to get a restatement of them. This variability raises a number 
of persistent problems. How are educational aims determined? 
Must they vary according to time and place? Are there any eduj^ 
cational aims that transcend time and place by their invariability f 
How is the statement of educational aims conditioned by difi'ering 
economic and political conditions, by dilfering philosophical and 
religious conceptions of man, and by dilfering notions of the psy-' 
chology of learning? 

THJ5 CONSBHVATIVB AIM OF EDUCATION 

In the informal education of primitive times there was probably 
little if any separate awareness of educational aims. Educational 
aims, if they existed, were most probably identical with the aims of 
life itself. The young aimed to learn what they expected to do as 
adults. Furthermore, what they expected to do as adults was exactly 
the same as what the current generation of adults was doing. The 
aicn of education, therefore, was definitely conservative; it was to con- 
serve and perpetuate the funded capital of social experience. In fact, 
social survival depended upon it. Group survival was not only the 
group aim of education but the individual aim as well. Indeed, the 

^ For the elaboration of these and other aims in their more specific phases, one 
should turn to the immediately succeeding chapters. For that matter, one may 
turn to the rest of the book, since each chapter is, in a sense, an exposition of the 
varied objectives which education has been endeavoring to attain. 

1 
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individual had no aims of education distinct from those of the group. 
Individual variation in educational a-imH was not tolerated. How 
could it be in the precarious environment of primitive times? Any 
untoward outcome of a new departure in educational aims was likely 
to be far more disastrous for primitive man than for his modem 
descendants. His margin of security to cushion disaster was so slender 
he could not afford to risk an education that aimed at anything but the 
rigid reproduction of the folkways or mores of his group. 

Even those early civilizations which had advanced far beyond the 
primitive level were distinctly conservative in their educational aims. 
Thus ancient Chinese culture has been almost a b}rword for an edu- 
cation that aimed at the perpetuation of a static social order. In fact, 
it remained nonprogressive so long that the Chinese examination 
system, which is an indirect measure of the country’s educational aims, 
was still requiring a test of archeiy from public officials when wars 
were being fought with firearms. China’s pursuit of educational aims 
regardless of their congruity with the circumstances of life led in the 
long run to considering education, not as a preparation for participa- 
tion in adult activities, but as an end in itself. Indeed, for centuries 
the ideally educated man in China was the scholar. To be sure, the 
scholar was also the civil servant, but nevertheless in later centuries 
much if not most of what he had to leam was quite unrelated to civil 
affairs. His aims as represented by study of the Chinese literary 
classics were quite esoteric since no one but scholars ever used the 
language in which the classics were couched. 

The conservative educational aims to which China clung by sheer 
weight of the inertia of the folkways, ancient India followed for philo- 
sophical reasons as well. In the main the Hindu sought nirvana, a 
state of selfiessness in which one’s individuality is absorbed in the 
universal world spirit. Since this was the ideal of life, education 
aimed to cultivate patience, resignation, and docility. India, an 
oriental country, had no regard for such occidental social aims of edu- 
cation as patriotism, economic prosperity, and social progress or 
for the individual aims of ambition, personal responsibility, and 
self-reliance. 

Even the early Occidental civilization of Greece reflected some of 
the conservative influence of the Orient. The aim of Spartan edu- 
cation, for example, was almost as strictly conservative of the folkways 
as primitive and Oriental aims had been. In Sparta social survive 
depended principally on the military ability of the Spartans to keep 
themselves constantly atop the subject populations that surrounded 
th^. Consequently, the chief aims of her educational system were 
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identical with the military virtues of courage, endurance, respect for 
and obedience to superiors, patriotism, and loyalty to the state. Not 
only were the finer sentiments of mercy, sympathy, and generoaty 
neglected as educational aims, but their extirpation was deliberately 
sought. 


EDUCATION FOR CITIZENSHIP 

The difference between Oriental and Occidental educational aims 
is most clearly revealed in the Greek city-state of Athens. Here for 
the first time clearly emerged educational aims that were not merely 
conservative but progressive as well. The Athenians were able to 
make this advance because after their successful wars with Persia they 
had the economic and political security to suffer the individual to 
pursue educational aims of his own. The result of this policy was a 
controversy that involved a comparison of the new private and indi- 
vidual aims of education with the old public and social ones. The 
outcome was a reconstruction and restatement of educational objec- 
tives that aimed not only at survival of the group but at individual 
development as well. This recognition of the importance of individual 
variation from the norm of the group was not only a step forward in 
educatioruil aims; it was itself the very seed principle from which 
Western educational progress was to issue. 

Athenian educational aims were also distinguished by a certain/ 
aesthetic proportion. More than any people up to their time and 
more than many people since, the Athenians aimed at a balance amon g 
all the parts of an educ ation. While on the one hand they sought a 
well-rounded individual, one whose physical, moral, intellectual, and 
aesthetic sensibilities were developed, on the other they were careful 
to guard against overdevelopment or narrow specialization. Impor- 
tant as physical fitness was as an educational aim, the tendency toward 
athleticism among competitors in the Olympic games caused genuine 
anxiety. Furthermore, Aristotle critidzed the Spartans severely for 
brutalizing their youth by an overemphasis on physical education for 
military purposes and for degrading them to the level of artisans by 
neglecting their intellectual education. Again, suitable as it was to J 
aim at learning to play a musical instrument fike the fiute, Aristotle 
held it debasing to become expert at it. 

The concrete embodiment of the Greek educational ideal was the 
citizen. This was not only attested by practice but by the theories of 
such philosophers as Plato and Aristotle. The good citizen was the 
one who had had a harmonious development of all his capacities. 
Moreover, the good dtizen aimed to learn the virtues of good citizen- f 
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ship, to be temperate and brave, magnanimous and just. True to 
the Greek meaning of nr/Siv iyay, nothing too much, he aimed to 
cultivate self-control. 

In The Republic, Greece’s great educational philosopher Plato ' 
(427-347 B.c.) differentiated three grades of citizens, the artisans, the j 
warriors, and the philosophers or guardians. Since each had a par- 
ticular contribution to make to the city-state, the educational aims of 
each were different. The educational aims of the philosophers or 
guardians were naturally the highest since theirs was the duty of 
guiding the state in the light of their unremitting search for the 
metaphysically true and good. On this account, some have thought 
that the philosopher was the Greek educational ideal. 

Aristotle (384r-322 b.c.), no less distinguished a philosopher than 
his master Plato, conceived of the educational ideal of the citizen in 
more general terms. To him the citizen was primarily a freeman. 
To be a freeman had two dimensions, one political, the other economic. 
On the political side a freeman bore arms, voted, and held public 
office. On the economic aide a freeman did not have to do the menial 
work of slaves. The educational aim befitting a freeman was that of 
liberal education.’ The distinguishing aim of liberal education was 
the cultivation of the intellect since intelligence or reason was the 
peculiar excellence of man that marked him off from the beasts. By 
following the ideal of liberal education man not only achieved the best 
citizenship but also most nearly fulfilled the highest aim of life, namely, 
happiness. 

The rhetorician’s educational ideal of the citizen differed somewhat 
from the philosopher’s. The rhetorician was more interested in aim- 
ing at the formation of a gentleman of culture and polish. "This is 
my definition of the educated man,” said Isocrates (43(>-338 b.c.), 
one of Athens’ most popular teachers of rhetoric. "First he is capable 
/of dealing with the ordinary affairs of life, by possessing a happy sense 
of fitness and a faculty of usually hitting upon the right course of 
action. Secondly, his behavior in any society is always correct and 
proper. If he is thrown with offenrive or disagreeable company, he 
can meet it with easy good temper; and he treats everyone with the 
utmost fairness and gentleness. Thirdly, he always has the mastery 
over his pleasures and does not give way unduly under misfortune and 
pun but behaves in such cases with manliness and worthily of the 
nature which has been given to us. Fourthly (the most important 
point), he is not spoilt or puffed up nor is his head turned by success, 

‘Note the derivation of the word "liberal" from the Latin /tber, 

"iNe." For a more complete aooouat of liberal education, see ir^a, pp. 474r-lS4. 
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but he continues throughout to behave like a wise man, taking less 
pleasure in the good things which chance has given him than in the 
products of his own talents and intelligence.”' 

In early Roman culture, educational aims were largely conditioned 
by the ideal of citizenship just as they were in Athens. Breaking 
citizenship down into its component parts the Romans aimed to 
inculcate in their youth the virtues of conatarUia, firmness; virtua or 
fortitvdo, bravery; pietaa, reverence for the gods; modeataa, self-, 
restraint; gravilaa, dignity; pruderUia, prudence; and juatitia, justice^ 
It is notable that the motivating force behind these aims or virtues 
was different from that in the case of the Greeks. While the Greeks 
were moved by a sense of aesthetic balance between the various 
aspects of education, the Romans were moved by a much more prac- 
tical sense of what political lealities demanded for the successful 
administration of civil affairs. 

Perhaps it was on this account as well that the Romans were not 
much given to theorizing about the aims of education. Even when 
Quintilian (35-100) in his Inatilutea of Oratory came to describe the 
orator as the educational ideal, he did not approach his task from the 
viewpoint of principle. Rather did he describe an idealized type of 
man of affairs of his day. “ My aim, then,” he wrote, “is the education 
of the perfect orator. The first essential for such an one is that he 
should be a good man, and cctncequently we demand of him not 
merely the possession of exceptional gifts of speech but of all the 
excellencies of character as well .... The man ,vho can really play 
his part as a citizen and is capable of meeting the demands both of 
public and private business, the man who can guide a state by his 
counsels, give it a firm basis by his legislation, and purge its vices by 
his decisions as a judge is assuredly no other than the orator of our 
quest.”* 


EDUCATION FOB CHRISTIAN SALVATION 

On the whole, the aims of Greek and Roman education were quite 
secular. This conclusion stands in spite of the general moral tone of 
these aims, for their moral character, such as it was, was civic rather 
than religious, naturalistic rather than supematuralistic. It remained 
for the Judaeo-Christian tradition to introduce the religious and super- 
natural as prominent educational mms. This trend was evident at 

' Quoted in E. Freeman, Sckoota of HelJaa, pp. 192-193, Macmillan & Company, 
Ltd., London, 1922. 

> BuTiAiB, H. E., QuinMiari, ItutitiUes of Oratory, Vol. 1, pp. 9-11, G. P, 
Putnam’s Sons, New York, 1921-1922. 
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least as early as the compiling of the Book of Proverbs, which seems 
to have had a more or less educational purpose. The aim of the Book 
as stated in the preface was “To know wisdom and instruction; to 
perceive the words of understanding; ... to give subtilty to the 
simple, to the young man knowledge and discretion.”' This edu- 
cational aim took two directions. On the one hand, the aim was to 
learn the secular wisdom of temperance in eating and drinking, of 
avoidance of sloth, of respect for property, and of such virtues as 
courage, self-sacrifice, and truthfulness. On the other hand, the aim 
was to learn the wisdom inherent in nature, especially as nature pro- 
vided evidence of supernatural design. Thus, the compiler of Proverbs 
called attention to the fact that “The Lord by wisdom founded the 
earth; by understanding hath he established the heavens.”® 

Tliis metaphysical or theological objective of education received 
further impetus and elaboration in the New Testament. There divine 
wisdom and understanding were found incarnate in the person and 
character of Jesus.® Consequently it became a cliief end of Christian 
education to make oneself more Christlike. The Biblical account of 
the teachings and crucifixion of Jesus profoundly affected educational 
aims not only in Roman times but in all centuries following. Prom the 
Greco-Roman preparation for the secular life of this world, the Chris- 
tian shifted his educational aim to preparation for immortal life in the 
world to come. Christians because they regarded the end of the 
world as imminent, largely neglected eilucation for the here and now. 
To the extent they paid attention to it, education was governed pre- 
ponderantly by moral ends sanctioned by the Maker of the world 
himself. 

The otherworldly ideal of education reached its greatest popularity 
in the monastic life of the Middle Ages. The men who first repaired 
to such monasteries as the Benedictine were primarily interested in 
saving their souls. Since the pattern for sah^ation was supposed to 
lie in a denial of material and worldly desires, the aim of education 
turned ascetic. Much ingenuity was shown in devising ways to disci- 
pline physical nature in the interests of growth in moral and spiritual 
stature. 

* Proverbs, 1 : 2, 4. 

'Ihid., 3: 19. 

* See the doctrine of the X^yor in the opening verses of the gospel according to 
St. John. "In the beginning was the Woid, and the Word was with God, and the 
Word was God .... And the Word was made flesh and dwelt among us.” John, 
1:1,14. The " Word ” here is the Greek \6yoi. While this is a literal translation, a 
freer and more appropriate translation might be "reason” or "understanding.” 
For a farther consideration of this doctrine, see infra, p. 109. 
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Toward the end of the Middle Ages social as well as individual 
regeneration became an object of the monastic orders. Scholars in 
these orders turned from cop 3 'ing manuscripts to studying them. 
Greek philosophy was brought to the support of Christian doctrine. 
The aims of education were considerably expanded to train for these 
enlarged activities. Discipline of the mind as well as of the body 
became a chief objective. Contact with the philosophy of Aristotle 
led the Dominican, St. Thomas Aquinas (1225-1274), greatest of the 
Catholic theologians, to prescribe that the end of education, as of life 
itself, is the attainment of happiness through the cultivation of the 
moral and intellectual virtues. 

Something of a recession from the otherworldly ideal of education 
of monasticism was found in the contemporary education of chivalry. 
As the cleric was the ideal of medieval religious education, so the 
knight was the medieval secular ideal. The aim of the knight’s train- 
ing was not only to form a man of great physical courage and military 
prowess but also to bring his rough tighting spirit under the discipline 
of the gentlemanly code of chivaliy. This code or ideal obviously 
showed the imprint of Christian ethics. The knightly aims set before 
the young page or squire required that he consecrate his life to the 
service of others and that he have a high sense of personal honor. 
Reverence for superiors, consideration for the weak and lowly, and 
courtesy toward women were among his chief objectives. 

HUMANISTIC EDUCATION FOB CHUKCH AND STATE 

From the tenth century onward the revival of commerce forecast a 
decline in the hegemony of the rural castle and monastery. The sub- 
sequent rise to prominence of urban life during the Renaissance saw 
the emergence of a new and much more secular aim of education. 
Satiated from preoccupation with preparing for eternal life with God, 
men eagerly turned to embrace the rediscovered joys of the world 
about them. The education that freed these new energies was called ; 
"Humanism." Its aim was well epitomized by Desiderius Erasmus 
(1466-1536), perhaps the greatest Humanist of them all. "The first I 
and principal function” he assigned to education "is that the tender 
spirit may drink in the seeds of piety, the next that he may love and 
learn thoroughly the liberal studies, the third is that he may be 
informed concerning the duties of life, the fourth is that from the 
earliest childhood he may be habituated in courteous manners.”* 
Thus, the new aim of education was, in part, a revival of the Greco- 

* From the Latin quoted in W. H. Woodward, Erasmus concerning Education, 
p. 73, Cambridge University Press, London, 1004. 
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Roman ideal of liberal education, in part a retention of the ChiiBtian 
aim of immortal salvation, and in part a continuation of the knightly 
code of chivalry. 

The concrete embodiment of the Humanistic ideal of Renaissance 
education was the courtier. The courtier, it has been well said, was a 
product of the fusion of the old feudal aristocracy with the new class 
of merchant princes. The details of his training were set forth in a 
number of treatises of the period such as Castiglione’s Courtier and 
Elyot’s Book Named the Governor. Seeing that political power was 
lodged in men such as courtiers and governors, a number of authors 
proceeded to discuss the aims that should be controlling in the edu- 
cation of such rulers. Charged with the conduct of public affairs, 
the courtier obviously needed training in law and rhetoric, the latter 
to discharge the many occasions he had for making public addresses. 
But, equally important, the courtier was also possessed of more leisure 
and energy for emotional enjoyment than could be satisfied by the 
aesthetic heritage of the Middle Ages. He therefore needed linguistic 
training to bring within reach the richer forms of enjoyment to be 
found in the literatures of Greece and Rome. If, in addition, he him- 
self aspired to turn a neat phrase, compose poetry, and play a musical 
instrument, his achievement would be a source of gratification to him- 
self personally and would enhance his charm among others. While 
aiming at these accomplishments, the courtier’s education did not 
neglect physical development as had that of the medieval monks. On 
the contrary, since the courtier was always called upon for leadership 
in time of war, physical fitness demanded instruction in such manly 
arts as swimming, wrestling, fencing, and riding. Mnally, in social 
affairs at court he was expected to display manners of dignity and 
grace. In short, training for the high office of courtier, governor, or 
prince required great versatility but withal a harmonious development 
of all the individual’s powers, quite in accordance with the Grecian 
ideal. 

It should be pointed out that although the courtier was to have a 
well-filled head, there was no thought of aiming to make him learned. 
“We must distinguish between a man of polite learning and a meer 
scholar,” wrote the English man of letters, Daniel Defoe, “ The first is a 
gentleman and what a gentleman should be; the last is a meer book- 
case, a bundle of letters, a head stufft with the jargon of languages, a 
man . . . full of tongues but no language, all sence but no wit, in a 
word, all learning and no manners.”* Indeed, polite manners might 
excuse some intellectual shortcomings of the future courtier. As a 

‘ Dsfoe, D., The Compkat En^iih Gentleman, p. 203. D. Nutt, London, 1800. 
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more obscure author put it, “The sweet and orderly behavior of 
children addeth more credit to a Schoole than due and constant teach- 
ing, because this speaketh to every one that the childe is well taught 
though perhaps he leant little, and good manners are indeed a main 
part of good education.”^ 

While south of the Alps the Renaissance had taken an aesthetic 
turn, north of them its tone was distinctly moral. The free person- 
ality released by Humanistic education, which reached almost libertine 
proportions in Italy, was directed to the attack of ecclesiastical abuses 
in Germany. Johann Sturm (1507-1589), the great Humanistic 
schoolmaster of Strasburg, summed up this moral temper neatly when 
in the Latin idiom he declared the aim of education to be sapiens atque 
eloquens pieUia, a wise and eloquent piety. Martin I.uther (1483- 
1546), the leader of the Protestant Reformation in Germany, urged 
Humanistic studies, that is, the study of the Latin and Greek tongues, 
for the same end. But he added, “Even if there were no soul and 
men did not need schools and the languages for the sake of Christianity 
and the Scriptures, stiU for the establishment of the best schools every- 
where, both for boys and girls, this consideration is of itself sufiBcient, 
namely, that society, for the maintenance of civil order and the proper 
regulation of the household, needs accomplished and well-trained men 
and women.”’ And the Puritan poet and Humanist, John Milton 
(1608-1673), after stating in his Tractate of Education that “The end 
then of Learning is to repair the ruins of our first parents by regaining 
to know God aright,” concluded by saying, “I call therefore a com- 
plete and generous Education that which fits a man to perform justly, 
skillfully and magnanimously all the offices both private and public 
of peace and war.”' 

These Protestant statements of the aim of education greatly influ- 
enced the early colonists who settled America in search of religious 
and political liberty. The principles so set forth not only became the 
foundation of colonial school policy, but they also were incorporated 
into the Ordinance of 1787 when that early national document was 
drawn. There it was reiterated, “Religion, morality, and knowledge 
being necessary to good govenunent and the happiness of mankind, 
schools and the means of education shall forever be encouraged.” 

' Hooue, C. a., a New Discovery cf ike Old Art of Teaching, p. 63, C. W. Bar- 
deen, Syracuse, N. Y., 1912. 

* Eby, F., Early Proteetant Eduealori, p. 68, McGraw-Hill Book Company, 
Inc., Now York, 1931. 

' MoBBtB, E. E., MiUon'e Tractate of Education, pp. 4, 9, Macmillan & Com- 
pany, Ltd., Ix>ndon, 1911. 
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The Humanistic aim of education, whether in its aesthetic or moral 
phase, was subject to one recurrent criticism. Since its fulfillment 
was found chiefly in the literatures of Greece and Rome, Humanism 
was frequently attacked for its excessive verbalism. Most biting per- 
haps was the criticism of Erasmus, who accused Humanists not only 
of aiming at a narrow literary proficiency but of attempting to pattern 
their own expression after the words and style of just one writer, the 
Roman orator, statesman, and author Cicero. Various antidotes were 
prescribed. Men like the Spaniard Juan Luis Vives (1492-1640), the 
Frenchman Francois Rabelais (1490-1553), and the Englishman John 
Milton in the sixteenth and seventeenth centuries accepted Humanistic 
educational aims but sought to reinforce them by making them realistic. 
They aimed to enrich the life of their times through the study of 
appropriate classics instead of studying the classics regardless of their 
relevancy. Other men, like the French aristocrat and essayist Michel 
de Montaigne (1533-1592), sought to make the aim of education more 
realistic by deemphasizing the humanities and making much more of 
travel and social contacts as educational objective, s. Still others, like 
the Englishman Francis Bacon tl.5fil -1626) and the Moravian Johann 
Amos Comenius (1592-1670) sought to infuse vitality and realism into 
educational aims by stressing the study of science as a sound and prac- 
tical guide to life. 


KNOWLEDGE AS AIM 

Bacon and Comenius especially pressed a pansophic aim of edu- 
cation. As the etymology of the word suggests, the aim of pansophism 
was to take the whole of knowledge as the domain or province of the 
educator. This was an ambitious program ; yet it had just about been 
achieved by Aristotle. From his day onward (here had been recurrent 
attempts to organize the whole field of learning for educational pur- 
poses. The attempts at this ideal in the middle ages had amounted 
to little more than compendia and digests such as Capella’s Marriage 
of Philology and Mercury, Boethius’s Consolations of Philosophy, and 
Cassiodorus’s On the Liberal Arts and Sciences. What gave renewed 
hope of encompassing the pansophic or encyclopedic aim of education 
in the day of Bacon and Comenius was the rise of modern science. 
Science, it was expected, would not only offer a simplified and accurate 
diagram of knowledge but would also be the key to unlock a psychology 
which would make the learning of all knowledge easy for all people. 

But science did much more. It vastly expanded the domain of 
human knowledge. In fact, it extended it far beyond the possibility 
of any one man’s ever being able to master its whole again, as had 
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Aristotle. Despairing of reaching the pansophic aim, John Locke 
(1632-1704), the English philosopher, concluded that the business of 
education is, not to make the young perfect in any one of the sciences, 
but to open and dispose their minds for learning any of them, should 
occasion demand it.^ Or, as Rousseau (1712-1778), the Frenchman, 
put it later, “My object is not to furnish his mind with knowledge, 
but to teach him (Emile) the method of acquiring it when necessary.”* 
LaChalotais (1701-1785), another Frenchman, thought this an invalu- 
able art, perhaps superior to knowledge itself. 

UENTAL DISCIPLINE AS AIM 

Making the method of acquiring knowledge rather than the con- 
tent of knowledge itself the .nlm of education led to the formulation 
of the aim of education as mental discipline. This has been a most 
persistent aim, especially in periods of cultural lag. Perennial as were 
many of the truths embedded in the Latin and Greek classics, many 
authors of antiquity no longer spoke with authority to the people of 
the seventeenth and eighteenth centuries. Nonetheless they remained 
in the curriculum of the schools by the sheer weight of inertia of social 
prestige. Hence, a new reason or purpose had to be found for their 
continued study. This new purpose or aim was the discipline of the 
mind. Education was to aim not so much at storing the mind with 
information as at exercising and improving such knowledge-getting 
faculties of the mind as memory, reasoning, and the like. Brought to 
a fine edge, these faculties could later cut into aay field of human i 
knowledge with equal incisiveness. Discipline of the mind, further- 
more, was 'to be matched by a discipline of the body. The two disci- 
plines together were popularly epitomized as educational aims in that 
immortal Latin phrase, mens sana in corpor e san o, a sound mind in a 
sound body. 

Another corrective of pansophism’s overemphasis on mere quantity 
of knowledge was John Locke’s stress on the importance of building 
character. In Some ThoughU Concerning Education Locke mmarked, 
“ 'Tis virtue, then, direct virtue, which is the hard and valuable part 
to be aimed at in education, and not a forward pertness, or any little 
arts of shifting. All other considerations and accomplishments should 
give way and be postponed to this.”* What is character? For Locke 

‘Locke, John, Conduct of the Human Undertlanding, p. 35, Clarendom Press, 
Oxford, 1890. 

• Ahcher, R. L., Rousseau on Education, p. 176, Edward Arnold & Co., London, 
1912. 

‘ Locke, J., Some Thoughts Concerning Education, p. 50, Cambridge University 
Press, London, 1889. 
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jit reBted in ibis, "That a man is able to deny himBelf hia own desires, 
cross his own inclinations, and purely follow what reason directs as 
best, tho’ the appetite lean the other way.”‘ Few educational aims 
have been more persistent than this. 

ABISTOCBATIC AND DEMOCRATIC AIMS OF EDUCATION 

The French aristocracy of the eighteenth century yielded yet 
another version of the educational ideal. This was the gdtant homme, 
a revised version of the earlier courtier. Not so ready to dash off 
Latin verse, the gentleman of this period nonetheless aimed to be at 
home in the vernacular literature of his day and to express himself 
with fluency and polish in the same medium. Further removed in 
time from the heyday of Scholastic philosophy he was perhaps unable 
to discuss its subtleties. Yet, trained to be familiar with natural 
science and modem political history, he had, as a rationalist and free- 
thinker, a tendency to be impatient with the narrow orthodoxies of 
theology and the political tyrannies of the state. Unlike the courtier 
in these respects, the galatU homme, or cavalier, was quite like him in 
others. Thus his education aimed to enable him to deport himself 
with elegance in the drawing room and with bravery and distinction in 
the military or civil service of his country. 

So far, in recounting the best at which education has endeavored 
to aim, the result has pretty generally been a portrait of the education 
of the upper classes. This result should occasion no surprise, for these 
were the only classes which had either the political power or the eco- 
nomic means that required or could make available a formal education 
largely based on literacy. This situation, however, should not obscure 
the fact that informal and nonliterate types of education in the lower 
strata of society had aims, too. Much time and effort, for instance, 
were spent on the formation of the brave and hardy warrior, the wise 
and daring mariner, the skillf ul artisan, the hard-working peasant, and 
the obedient slave. Yet no pretence was made tliat these educational 
stereotypes constituted an ideal superior to the aristocratic one. It 
was pretty generally accepted on all sides that an education predicated 
on literacy — on the cultivation of intelligence, Aristotle would have 
smd — was most to be preferred because of the richer store of sodal 
experience and human potentialities it unlocked. 

Toward the end of the eighteenth century profound sociological 
changes were afoot which made it necessary that a far broader base of 
the population share the aims of education hitherto the privilege of 
the favored classes. Such a move had already been foreshadowed 

> im., p. 21. 
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by the Protestant Beformation in the sixteenth century. Two cen- 
turies later shadow became substance in the democratic political revo- 
lutions in America and in France, which assigned new dignity to the 
common man, and in the Industrial Revolution in England, which 
promised a standard of living commensurate with the ambitions of 
democracy for the education of all its future citizens. Aiding and 
abetting these revolutions was a contemporary romantic nationalism, 
which linked the strength and destiny of the nation with the vigor 
and enlightenment of each of its nationals. 

It was the writers of the French Revolutionary period who most 
brilliantly translated these grand-scale social movements into terms of 
educational aims. And among these none was a more able spokesman 
than Condorcet (1743-1794), author of a famous essay on the progress 
of the human spirit. First, in his mind, education was "to oUer to alli 
individuals of the human race the means of p^o^'iding for their needs, 
of assuring their welfaie, of knowing and exercising their rights, of' 
understanding and fulfilling their obligations.” His second aim of< 
education was individualistic, "To assure each one of the facility 
of perfecting his skill, of rendering himself capable of the social func- 
tions to which he has the right to be called, of developing to the fullest 
extent those talents with which nature has endowed him; and thereby 
to establish among all citizens an equality, thus rendering the political 
equality recognized by the law.” The social end of education, hisi 
third aim, he stated thus: "To direct the teaching in such a manner 
that the perfecting of the industries shall increase the pleasures of the 
generality of the citizens and the welfare of those who devote them- 
selves to them, that a greater number of men shall be capable of exer- 
cising the functions necessary to society, and that the ever-increasing 
progress of enlightenment shall provide an inexhaustible source of 
help in our needs, of remedies for our ills, of means of individual 
happiness and of general prosperity.” And "In short," Condorcet 
concluded, the object of education as of every other social institution 
is "to cultivate in each generation the physical, intellectual, and 
moral faculties and thereby contribute to the general and gradual 
improvement af the human race.”* 

EDUCATION FOR HARMONIOUS SELF-DEVELOPMENT 

So stirring and inspiring are the objectives of education just stated 
that it almost seems as if no improvement could be made upon them. 
Yet amendment was attempted. As Condorcet stated these revo- 

> LaFontainbbui, F., French Liberaham and Edvealum in the Eighteenth Cenr 
pp. 323-324, McGraw-Hill Book Company, Inc., New York, 1932. 
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lutionaiy alms, they were recommended as proper aims of a national 
state. But the French romanticist Jean Jacques Rousseau (1712- 
1778), while he subscribed to ends like those of Gondorcet, had no 
confidence that the governments of his day, corrupted with age-old 
injustices, could be depended upon to institute means to achieve the 
ends set forth. Consequently, he thought that social reform as the 
aim of education should be stated in individual rather than in social 
terms. Instead of trying to make the individual over from without by 
an alteration of social institutions, Rousseau proposed that institutions 
be made consistent with giving free play to the native instincts and 
impulses of the individual. _ On the assumption that nature was 
fundamentally good, the proper aim of education was to follow the lead 
of nature and to develop free spontaneous expression. 

Furthermore, education should aim to cultivate enjoyment of the 
present moment. The child should be treated as a child, not as a 
miniature adult. In other words, education should have a regard for 
children’s own aims. “What are we to think of that barbarous edu- 
cation which sacrifices the present to the future,’’ cried Rousseau, 
“and begins by rendering it miserable, in order to prepare it for some 
distant, pretended happiness, which it will probably never enjoy.’’* 
Yet, permitting himself a glance jnto the fiiturf', Rousseau also opti- 
mistically remarked, “I know of no philosopher who has been rash 
enough to prescribe a limit which a man cannot pass. We do not 
know what nature allows us to become. . . . W’^hy should my equal 
go farther than myself? 

The influence that Rousseau exerted on subsequent statements of 
educational aim was tremendous. The Swiss reformer Pestalozzi 
(1746-1827) and the German mystic Froebel (1782-1852) both oriented 
their educational aims in large part at least from the point of view of 
the child’s interests and capacities. The philosophical reasons they 
assigned for doing so and the methods they employed to effect their 
ends differed considerably. But on the aim of education as social 
reform through the development of the chfid’s own unique potenti- 
alities they were in essential agreement. 

Pestalozzi was a social reformer of long standing, having devoted 
his life to education as the most promising instrument of social regen- 
eration. It is not surprising, therefore, that he should state that 
“the ultimate end of education is not i>erfection in the accomplish- 
ments of the school, but fitness for life; not the acquirement of 
habits of blind obedience and of prescribed diligence, but a preparation. 

* Abcheb, op. eil., p. 88. 

> I\rid., p. 79. 
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for independent action. ’ Regardless of their social origin, Pestalozzi 
thought all children had pretty much the same set of faculties. To 
achieve independence the further aim of education should be a liar- 
monious development of all these faculties. In fact, Pestalozzi claimed 
that “We have no right to withhold from anyone the opportunities of 
developing all his faculties.”^ It does not Require much imagination 
to see that, if such an educational aim of individual development from 
within were pursued, it would not be long before the restricting bauds 
of social privilege would be burst. 

In America, where a Declaration of Independence had already 
been made and where democracy was already well on its way to fulfill- 
ment, one of its literary leaders was reaching a wide audience with the 
same doctrine of individual development. “Educatioii, '* said Ralph 
Waldo Emerson (180.3-18«2) “should be as broad as man. Whatever 
elements are in him it should foster and demonstrate. If he be dex- 
terous, his tuition should make it .ippcar ; if he be capable of dividing 
men by the trenchant sword of his thought. i‘ducii1 ion should unsheathe 
and sharpen itj if he is one to eemeut .society by his all-i'econciling 
affinities, oh! hasten their action! If he is jovial, if he is mercurial, 
if he is greathearted, a cunning artifi(!or, a strong commander, a potent 
ally, ingenious, useful, elegant, witty, prophet, diviner — society has 
need of all of these. 

Froehel, too, in spite of the governmental repression he suffered, 
had ambitions to rear up free, thinking, and independent men. Like 
Rousseau he aimed to arrive at this result by developing the inner 
nature of the child. Tliis inner nature, like the divine nature of which 
it was a part and with which it sought unity, Froehel thought was 
self-active. The proper aim of education, therefore, was to afford 
opportunity for the self-expression of this inner i)rineiple of activity. 
What was the end of this activity? It had no other end than its own 
unfoldmeut according to the inner unitary laws of its own nature. 

While Pestalozzi and Froebel followed Rousseau literally in their 
aim to draw out the child’s inner capacities, there were others who 
looked askance at such an objective for education. The Gorman 
philosopher Hegel (1770-1831) and more notably the German philoso- 
pher-educator Herbert (1776-1841) rejected the ideal of the unham- 
pered development of inner nature. Hegel thought education should 

' Andkhsox, L. F., Pestalozzi, p. 166, McGraw-Hill Dook ComiKiny, Inc., New 
York, 1931. 

■ Ibid. 

■ Ehebson, R. W., Education, pp, 9-10, Houghton Mifflin Company, Boston. 
1909. 
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strive, not for individuality, but for universality. Herbart contended 
that the aim of self-development was based on a false analysis of 
human nature. To him human nature was a colorless datum whose 
only initial positive characteristic was a tendency to maintain itself 
against encroachments of the environment. Hence educational aims 
were something derived from contact with the environment, not 
imposed upon it. In spite of their differences, Hegel and Herbart 
joined forces long enough to employ the neohumanism of the early 
nineteenth century to aid in defining the educational ideal. But, in 
application again, the two men diverged. The ideal man was best 
formed, from Hegel’s view, by seeking to capture what is universal in 
the free intellectual spirit of the Greco-Roman world. He was best 
formed, from Herbart’s view, by gaining and elevating moral ends to 
predominance through a many-sided interest. 

anucATioir fob complete livinq 

In mid-nineteenth century England a somewhat different approach 
was being made to educational aims by Herbert Spencer (1820-1903), 
the social philosopher. Perturbed at the confusion in educational 
aims in his day, Spencer looked about for a standard by which to 
determine their relative value. This he seems to have found in the 
contemporary emphasis on science and utilitarianism and perhaps on 
evolutionary thought, to which he was quite sympathetic. Answer- 
ing his own question how to live completely, he arranged the aims of 
education in the order of their survival value to the individual and to 
society. First of all, education should aim to teach the art of self- 
preservation; second, it should teach one how to earn a living; next, 
it should ensure survival by teaching knowledge about bearing and 
rearing children ; fourth, education should aim to fit one for social, and 
especially political, duties; and, last, though most of Spencer’s prede- 
cessors put this aim among the first, education should equip one for 
enjoyment of the refinements of culture — of art, literature, and the like. 

Before the Civil War America had very few leaders who endeavored 
to state the theory underlying American educatiomd aims. As already 
noted, the colonial aim of education had been primarily religious, with 
a secondary political emphasis. In the early national period the 
political aim of education caught up with and perhaps passed the 
religious. In the nineteenth and early twentieth centuries the utili- 
tarian economic aim, always in the race from the first settlement of 
the country, came up from last place and even overtook the political 
in importance. Because America had such vast natural resources to 
be developed, it should occasion no surprise that people looked to the 
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schools to prepare them and their children to win a portion of the 
national wealth and to mount the social-economic ladder as hig^ as 
possible while the unprecedented opportunity* lasted. 

In the last decades of the nineteenth century American educational 
aims were complicated by the imptortation from Europe of the more 
theoretical statements of educational aims by Herbert, Froebel, and 
Spencer. From the clash of theory and practice a considerable fer- 
ment of thought arose. In fact, when this situation is taken in con- 
junction with other factors at the turn of the century, it is evident 

r i,t the times were ripe for America to do some thinking of its own 
the field of educational aims. For one thing, the decades imme- 
diately preceding the First World War were decades of unusual activity 
in political and economic reform. For another, the enormous increase 
in secondary school enrollments forced a reassessment of the aims of 
all three levels of education. Even more important were the intel- 
lectual changes, which resulted in a seientific and pragmatic attack 
on educational problems, including educational aims. 

One of the earliest and certainly one of the most widely cited results 
of this ferment was the formulation in 1918 of the seven cardinal 
principles of education by a conunission of the National Education 
Association. Originally conceived for secondary schools alone, these 
principles or aims were so well chosen that they recommended them- 
selves to all levels of schooling. Eschewing the traditional aims of 
education such as knowledge for its own sake, mental discipline, and 
harmonious self-development, this commission sought to state the 
aima of education in terms of the sociological realities of the America 
of its day. American life it divided into seven areas. According to 
this division, education should aim at preparation for health, command 
of the fundamental processes, home membership, vocation, citizenship, 
leisure, and ethical character. Though these areas were of cardinal 
importance, the order of their inclusion was not significant. In spite 
of the fact that these aims were arranged in no ordinal hierarchy, they 
obvioudy followed Spencer’s in attempting to formulate the aim of 
“complete living." 

THE BCIENTIITC DETERMINATION OF EDUCATIONAL AIMS 

Yet, more relevant and realistic though this statement of aims was 
as compared with most earlier ones, there were those who thought that 
it still was too haphazardly empirical. These turned to science for 
greater reliability and objectivity in the determination of educational 
aims. From science they borrowed several techniques. One was to 
get a consensus, usually of those expert or qualified to judge, of what 
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thfi aims of education ought to be. Another was to make a statistical 
count of the items that occurred or recurred most frequently in life 
and then to erect them into educational aims. Still another popular 
technique was to make a job analysis of current life activities and then 
erect the component parts into educational aims. 

Most prominent in job or activity analysis were Franklin Bobbitt* 
(1876- ) and Werrett W. Charters* (1875- ). The former 

expanded to ten the numlxir of areas necessary to complete living, 
including one on religion. Both men agreed that educational aims at 
this level were far too general to be effectively translated into teaching^ 
directives. Consequently, by careful analysis they broke the broad* 
aims down into their constituent parts. Good citiamship, for example, 
yielded such further aims as being a good neighbor, a conscientious 
voter, a watchful parent. These categories were still further sub- 
divided, till Bobbitt in particular succeeded in analyzing his ten major 
areas into literally hundreds of specific aims. In fact, spread out in 
this detail they amounted practically to a statement of the curriculum 
itself. In this welter of aims it is interesting to note that Charters 
held to the view that there was no ultimate aim which could serve as 
a yardstick by which to measure t!ie importance of all others. 

So far the scientific approach to the determination of educational 
aims was largely aocioIogicHl, Therts were a number who thought that, 
if the approach was to be scientific, it should Ije through the science 
of psychology. Most notable educational psychologist to turn his 
attention to educational aims was Edward L. Thorndike (1874- ). 

In general, Tliurndike took the view tliat educational aims were a pro- 
jection of human desires. Aims were valuable, therefore, because of 
tlieir power to .satisfy human wants; they were not desired because 
they were valuable. < m the assumption that aims were a projection 
of desire, Thorndike went on ttt d<iclare that "I he aims of education 
should then be; to make men want the right things, and to malcp, 
them better able so to control all the forces of nature and them- 
selves that they can satisfy these wants."* The "right things” must 
be broken down in great detail. But where Bobbitt worked in terms 
of hundreds of specific aims, Thorndike hinted at the possibility of 
millions. 


• Bobbitt, F., How to Make a Currievhim, Chap. 2, Houghton Mifflin Com- 
pany, Boaton, 1924. 

■Chabtbrs, W. W., Curriculum Cmstruetion, Chapa. 4-6, The Macmillan 
Company, New York, 1929. 

• Thobndike, E. L., Education, p. 11, The Macmillan Company, New York, 
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Others, seeking a psychological basis for greater objectivity and 
reliability in educational aims, tried to predicate educational aims on 
the “heeds" of children. Inherited psychological or biological drives 
and dispositions were formulated into objectives. Especially was this 
true among educators influenced by Freudian psychoanalysis and by 
the theories of the therapeutic value of free expression for native 
impulses. Other educators conadered needs to be as much a function 
of the environment as of the organism. Borrowing a term from 
biology, they stated the aim of education in terms of “adaptation” 
,or “adjustment” to environment. 

The scientific determination of educational objectives was staunchly 
opposed by educational philosophers, especially by Boyd H. Bode^ 
(1873- ). Science, Bode claimed, was not equipped to determine 

educational aims. Science could determine as a matter of fact what 
children and adults in society desired, but it could not, he stoutly 
maintained, determine what they “ought” to desire. It could 
determine desire but not desirability. Through activity analysis, 
science could bring together data that would be useful to the philoso- 
pher in his determination of educational objectives, but scientific 
analysis without more was not enough. Nor did Bode have much 
confidence in those who, impressed with this criticism, tried to remedy 
the defect by turning to the technique of consensus. The danger 
he saw in this technique was that it might gloss over significant 
differences of opinion, to say nothing of risking the perpetuation of 
existing distorted aims. 

pnoanEssrvE-EDUCATiON aims 

The philosopher who made the most influential and positive contri- 
bution to the philosophic determination of educational aims in the 
twentieth century was John Dewey (1869- ), the American 

pragmatist. He did not take his point of departure from the aim of 
complete living as had Spencer, the architects of the seven cardinal 
principles, and the job analysts. To him the various categories of 
complete living were not aims at all but merely a useful device to 
check whether education was achieving balance and proportion. 
From Dewey's viewpoint genuine educational aims were the outgrowth 
of problematic situations arising in “ongoing” activities. Aims, in 
other words, were foreseen ends or anticipated outcomes of current 
transactions. They were determined internally within the process, not 

1 Bods, B. H., Modem Educational Theories, Chapa. 4-6, The Macmillan Com- 
pany, New York, 1B27. 
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externally to it. For this reason it might be said that aims had an 
instrumental quality for Dewey. They gave direction to present 
action, were its motivation, and at the conclusion of action were the 
standards by which consequences were judged. Indeed, Dewey 
related aims so intimately with current personal undertakings that he 
was moved to remark that as a matter of fact an abstraction like 
education had no aims; only parents, teachers, pupils, and the like, 
could be said to have educational aims. 

Since Dewey made educational aims depend on the situation in 
which one found himself, to him aims were as numerous and varied 
08 the situations of life. Hence Dewey offered no list of the aims of 
education. Indeed, he did not even suggest a hierarchical principle by 
which the multiplicity of aims could be ranked. Rank depended on 
the immediate task in hand. The only generalization that Dewey 
permitted himself with regard to the over-all end of education can be 
stated in the form of a syllogism. Since all education involves growth 
and since “there is nothing to which growth is relative save mote 
growth, there is nothing to which education is subordinate save more 
education.’’* Or, as Dewey ha Si\id in other words, “The educational 
process has no end beyond itself; it is its own end.’’* 

This philosophy of Dewey’s had great weight in determining the 
child-centered aim of progressive education in the 1920’8. Progres- 
sives patterned the form of their aims after both the uniqueness of the 
individual and the uniqueness of the educational circumstances of 
time and place in which he found himself. But the individualistic 
aims of progressive education were compounded of historical factors 
other tlian Dewey’s pragirtauc or in-strumentalistic philosophy of 
education. There wtis much of Freudian }>hychology in them as well. 
From more remote origins they brought to a focus forces that had long 
been conditioning American life. Protestantism in colonial religion, 
democracy in early national politics, and laissrt faire in the exploita- 
tion of our economic resources all sti-essed individuality and freedom 
as educational aims. This conclusion does not mean to overlook 
strong social aims throughout the history of American education, but 
it does mean to indicate where the main emphasis lay. 

A strong reaction against the aims of progressive education set in 
about the time of the great economic depression at the end of the 
1920 ’b. Progressive education was severely rebuked by one of its own 
leaders, George S. Counts (1889- ), for faUure to elaborate a 

> Dbwby, J., Democracy and EdueatUm, p. 60, The MaemUlan Company, New 
York, 1916. ' 

' Ibid.f p. 59. 
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theory of social welfare.* About the time the New Deal was taking 
shape, Counts sununoned progressives away from their child-centered 
aim of education and invited them to embrace the educational ideal of 
building a new social order, one dedicated to collectivism rather than 
laisses-faire individualism. Although many progressives did not 
share Counts’ collectivism, they were persuaded that the times did 
demand a predominance of social aims in education. 

On the philosophical front, too, there was reaction agcunst the rela- 
tivistic and individualistic aims of progressive education. Herman 
H. Home (1S7A-1946) and others criticized continued growth as the 
aim of education. Growth was a good aim as far as it went, these men 
agreed, but it did not go far enough. Growth might be good or bad. 
Hence, before fully accepting this aim, they wanted to know what 
direction growth was to take. Nor were they satisfied to be told that 
educational aims should take the direction promising continued growth. 

In the meantime, a revival of Aristotelian and Thomistic educa- 
tional philosophy offered the certainty of direction in educational aims 
that many had found wanting in progressive education. Taking the 
Aristotelian point of view, Mortimer J. Adler (1902- ) asserted 

that the pursuit of happiness through the practice of the moral and 
intellectual virtues is the chief end of education. Not only that, but he 
also contended that “the aim of education should be the same for all 
men {i.e., everywhere and always, in every mode of society, every 
condition of life, etc.).’’* At the same time Roman Catholics turned 
to the Papal encyclical The Chrislian Education of Youth, where it was 
reiterated in 1929 that “The proper and immediate end of Christian 
education is to cooperate with divine grace in forming the true and 
perfect Christian, that is, to form Christ Himself in those regenerated 
by Baptism.’’* In “this ultimate aim of Catholic education,’’ Father 
Wilham J. McGucken commented, “there never has been, there can 
be no change.’’* 

The criticism of the aims of progressive education grew so strong 
by the end of the third decade of the twentieth century that Dewey felt 
called upon to reprimand his more extreme foUow'ers by distinguishing 
liimself from them.' He expressly rejected the progressives’ aim of 

* Counts, G. S., Dare the School Build a New Social Order? p. 7, The John Day 
Company, New York, 1032. 

' National Society for the Study of Education, Forty-first Yearbook, PhUoe- 
ophiee of Education, ^rt I, p. 238, also p. 221, Public School Publishing Company, 
Bloomington, 111., 1042. 

' Catholic Eduealiondl Review, 28: 160, March, 1030. 

* National Society for the Study of Education, op. eit., p. 264. 

' Dewkt, j.. Art and Education, pp. 176-183, Barnes Foundation I^eas, 
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unguided and even unhibited self-expression, just as he always had 
rejected Rousseau’s romantic reverence for the inner development of 
the child. Instead, Dewey pointed out unmistakably the need for 
the mature adult to assist in giving direction to the budding capacities 
of children. A consideration of his earlier writings further sustains 
the conclusion that Dewey had a strong social orientation. His early 
volume School and Society and his classic Democracy and Education^ 
were eloquent proof of the fact tliat he expected the individual’s aims 
to be basically conditioned by the need for social efficiency in industry 
and politics. 

The return to a social emphasis in educational aims was none too 
soon. The entrance of the United States into the Second World War 
required the nation to stand to the defense of democratic ideals. To 
do this it had to mobilize the moral ends of the school as well as to 
rally morale in the fighting forces and among the nation’s workers. 
This could be done most powerfully by making group survival the 
focus of both formal and informal educational aims 

Merion, Pa , 192fl. See also Dewey’s Etpencnce ana Education, 'I’he MarmiHan 
Company, New York, 103S. 

' See especially pp. 138-144. 



CHAPTER II 

POLITICS AND EDUCATION 


The word “politics” has both a savory and an unsavory meaning. 
Etymologically, politics stems from the Greek word iroXit, meaning 
“city.” At first the word simply denoted the city as a physical fact. 
In the course of time, however, it came to connote the various transac- 
tions of city life as well, particularly the management of public affairs 
in the city. Now, one need not have lived long in a city to realize that 
one may take a narrow and petty view of such affairs or a broad and 
statesmanlike view of them. It was from the latter view that the 
great Greek philosopher, Aristotle took his point of departure when 
he wrote h\s Politics, and it is at this level that the course of the relation 
between politics and education is now to be traced through the history 
of education. 

A chief problem in the management of public affairs, as Aristotle 
pointed out in his Politics, centers in the holding of political power. 
Is political power to be held by one man, divided among a few, or 
shared with the many? The corresponding political forms of the state 
are monarchy (despotism, dictatorship), oligarchy (aristocracy), and 
democracy. Historically, of course, there has been some overlapping 
of these forms. The problem here is to see how the kind and amount 
of education has persistently varied throughout history depending on 
the waxing and waning of these political forms. More specifically, 
these forms raise such persistent questions as: Who is to be selected for 
the sort of education that fits one to hold power? What sort of cur- 
riculum is it that best fits to manage public affairs? How long does it 
take to get such a formal education? What sort of education shall be 
provided for the rest of the people? 

THE BCHOLAK AS PUBLIC BBRVANT 

Perhaps no people of antiquity had an educational system more 
highly coordinated with their political life than had the ancient 
Chinese. In the many centuries of advanced culture that the Chinese 
enjoyed prior to the Christian Era of western Europe, China was ruled 
by several dynasties of emperors through a social structure that bore 
many evidences of feudalism. In these respects, however, China was 
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not very different from other civilicationB at a similar level of culture. 
But it was distinctive in the manner in which it recruited its dvil 
servants. Posts in civil administration were not all hereditary. 
Rather were large numbers of them open to any and all who could 
prove they had the talent that fitted them for the management of 
public affairs. 

Since from earliest times a large number of major as well as minor 
officials were required, China evolved an elaborate examination system, 
which it used both as a pedagogical device and as a means of screening 
out the most promising civil servants. Initial examinations were 
taken in the local district. Survivors of this examination from the 
various districts then came together for another examination. The 
survivors here became candidates at the next level, the provincial 
examination. Although there was yet one higher examination at the 
nation’s capital, it was success at the provincial examination that first 
qualified one for public office. But even then it only qualified him; it 
did not guarantee him an appointment. Besides, he received no pay 
while thus an “expectant.” If he received no pay, ho did gain greatly 
in social prestige. It was his privilege now to wear the yellow coat 
and coveted colored button of rank on his headdress. This was a great 
distinction; for where thousands presented themselves for examination, 
only hundreds passed. It is little wonder that out of this ancient 
custom has grown the ccuturies-old tradition of Chinese reverence for 
the scholar. 

It is noteworthy not onlj’ that the Chinese reverenced success in 
their e.\aminHtion system but also that the system had from time 
immemorial been open to all who wished to enter it. Moreover, 
failure did not piecludc as many nuiewed .ittempts as one had courage 
to put forth. This iieing the case, there were no age limits either. 
Hence, in spite, of the. but that the examinations admitted to the 
service of a hiTeditary emperor, there w^as a large measure of democ- 
racy or equality of opportunity inherent in the plan. So much was 
this the fact tlmt it was proverbial in China for the poorest to attribute 
their lowly lot to the “will of heaven’’ rather than to disqualifications of 
birth and social rank. Unlike the ancient Hindus, who recognized 
formal education as the privilege of a particular caste, the Chinese 
kept the compt'tence of their rulers, their bureaucracy, constantly 
recruited from the widest possible base of the population. The 
aristocracy of talent in each generation was allowed to rise to the top. 

Advanced as this relation betw-een politics and education seems to 
be, nevertheless there were evidences that talent and training were 
not the exclusive avenue to public office and political power. Eco- 
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nomic circumstance was also a factor. The examinations, for instance, 
required preparation, in fact, very thorough preparation. Public 
teachers were provided, but in addition there was an abundance of 
private tutors. Candidates with extensive means could afford to 
retain the best in the way of private instruction. In addition, prepara- 
tion required a considerable expense in time deflected from other, 
gainful pursuits. The wealthier the candidate, the more time he 
could afford to devote to study. Most irrelevant to training and 
talent was the avenue some took to political power by buying their 
way into public office. 

Oddly enough, the more remote ramifications of this bribery were 
not altogether bad. It enabled the civil service to be drawn in part, 
at least, from a few talented men who were not enslaved to tradition. 
The civil servants who were the product of the examination system 
were almost literally enthralled to the past, for the main feature of the 
examination was a searching inquiry into the candidate’s knowledge 
of the Chinese classics. The degree of familiarity demanded here 
could be achieved only through extensive memorization of not only 
the content but the literary style of the classic texts. Consequently, 
when men so educated came to hold political power, they administered 
it so as not to vary from the past. Worse yet, even in ancient China 
times changed. As changes accumulated over the centuries, the 
educational system, stUl enthralled to the past, gradually lost touch 
with many of the current aspects of living. Hence, immoral as 
bribing one’s way into civil administration was and incompetent as 
many such immoral men were, there were notable exceptions whose 
uncramped native abilities made welcome amends for a too rigid 
educational system. 

GHBEK INDIVIDUALISM AND EDUCATION 

It is to the eternal credit of the Greeks that they gave the Occidental 
world a conception of education free from the rigidities of the Oriental 
pattern. But it took them centuries to evolve the concept. In the 
early, or heroic, period of Greek history, Greek politics and education 
displayed much of the same inflexibility that most cultures of antiquity 
have shown. The chief virtue, or worth of the individual was 

civic or political. The individual so identified himself with the group 
of which he was a part that it probably never occurred to him that he 
had interests separate from or antagonistic to those of the state. 
This was particularly true at Sparta. Education consisted of rigid 
reproduction and imitation of the mores or folkways and culminated 
in the ephebic oath of citizensliip. The norm of civic character and 
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morality derived from aristocratic or noble example. Not only was 
the norm scd by the nobility, but it was transmitted from generation 
to generation through noble blood. It was never acquired through 
instruction. 

In the half millennium preceding the constitution of Cleisthenes in 
509 B.c. Greek political life underwent a profound change, especially 
at Athens. From a hereditary nobility it passed into a pure democ- 
racy. This transformation did not occur easily. It was contested 
at every turn. In no field were the issues more clearly drawn than in 
that of education.' The encroachments of the middle classes on the 
political power of the hereditaiy nobility had their educational counter- 
part in a growing insistence that character and morahty were qualities 
not restricted to noble blood but capable of being acc^uired through 
education. Hence, the Greeks evolved a new norm of conduct to 
tak(! the place of noble example, the laws of the city-state. These laws 
they set for the children to learn and by them to model their lives. 

It wa.s the Gre(‘k teachers known as “Sophists” who led in advanc- 
ing the claims of this new education. They concedc'ii that education 
had to build on hereditary qualities, that i.s, on human nature. But 
they made the further optimistic assumption that human nature is 
pliable or educablc, that it is capai)lc of good, and thet men of evil 
dispo.sition an; the exception rather than the ruht Carrying the 
argument a step furthi-r, the Sophists contended that the norm of con- 
duct should 1 h', ruit the ('xainple of the nobility, nor even the laws of 
the city-state, but the standard afforded by the individual himself. 
Hence, their famous cliche, “man the ineasun' of things." Tliis 
indi viduc lism was the high-water mark of Givck democracy. Through 
this individualism anil the fix>edoin lh:it, followed in its wake, the 
Greeks eseais'd from the tyranny of en-slavenient to the folkways. 
Alaking man tlu measure *if lliiugs enabled them to distinguish the 
individual from the gi'oup. Henev, imlividualiiy took on a new civic 
significance. It furnished a point of vicn fioin whicli to criticize the 
conventional cult, lire of both the folkways and the laws of the city^ 
state and to restate them in improved form. 

The Athenians took great pride in this demoeratie individualism 
of their education. Aluch of the success that Atliens enjoyed in the 
first year of its reloponuesian War with Sparta IVricles, Athens’ great 
statesman and orator, ascribed to the uniqueness of Athenian educa- 
tion. In his famous funeral oration honoring those who died in the 

■ "The elnsaical rity-state,” says Werner .larger, "is held in constant tension 
betwe«>n two poles, power and education." Paidria, vol. 1, pp. 318-319; see also 
pp. 303-304, 306-307, 320, Oxford University Press, New York, 1939. ’ 
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first year of that war, he declared, “While in education, where our 
rivals from the veiy cradle by a painful discipline seek after manliness, 
at Athens we live exactly as we please and yet are just as ready to 

encounter every legitimate danger I doubt if the world can 

produce a man who, where he has only himself to depend upon, is 
equal to so many emergencies and graced by. so happy a versatility as 
the Athenian. 

Individualism as the high-water mark of Greek democracy was 
not only a notable achievement; it was also a subtle threat. True, it 
laid the basis for a dynamic culture and a progressive education. 
But by the same token it threatened the stability of the state. Accus- 
tomed for centuries to the static stability produced by an education 
that led unwaveringly to acceptance of the folkways, the Greeks did 
not adjust quickly or easily to a more dynamic stability where educa- 
tion encouraged free criticism. As public anxieties mounted, notable 
proposals were made to reconcile the conflict between the old and the 
new patterns of political thought. Of these, Plato’s Repuhlic and 
Aristotle’s Politics give the best accounts of the proper relation of 
politics and education. 

Plato (427-347 B.c.) realized how difficult it was to achieve con- 
sistency of mind or stability of social order where partial, individual, 
and conflicting ideals were contending for the citizen’s allegiance. 
Only when everything is seen in relation to the whole, he claimed, is 
consistency or stability to be had. Knowledge of such a complete 
whole would, however, if attainable, afford a clue to ihe way in w'hich 
a harmonious or stable society might be organized. But, as hinted, 
such a complete and perfected knoAvledge could not possibly be learned 
in a society that itself was distorted by factional strife as the Greek 
democracy was. At this point, Plato seems in danger of becoming 
involved in a vicious circle. To state the id(ia in educational terms, 
a proper education depends on a proper state, but a proper state cannot 
be set up till a proper education makes it possible to know the outlines 
of the proper state. The only avenue of escape from this hopeless 
circle, so far as Plato could see, was to wait the happy time when a 
philosopher happened to be king. When this time should come, the 
political ruler, guided by his philosophical insight into the ultimate 
harmony of what seems to us competing and conflicting facts and inter- 
ests, could set up the just and stable state. Of course, even a philoso- 
pher-king could do no more than approximate this coincidence of fact 
and ideal. But, once approximated, it would be the function of 

‘ Quoted in J. K. Hart, Creative Moments in Education, pp. 31-32. Henry Holt 
and Company, Ino., New York, 1931. 
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education to prevent changes that would mark a defection from 
the ideal. 

In his Republic Plato went on to indicate what seemed to him some 
(of the outlines of this ideal state. These he pointed out in his dis- 
euasion of justice. A just state, he wrote, is one in which each individ- 
ual is doing that thing for which he has a natural aptitude and doing 
it in such a way as to be of use to others. Two thousand years have 
done little to improve on this statement. But of chief import here is 
the fact that Plato looked to education both to sort individuals out 
according to their talents and to train them for the best use of their 
special gifts. In classifying individuals he paid no attention to birth 
or social origin. To do so would have distorted his notion of justice. 

Perhaps because of the limited social dilTerentiation of his times, 
Plato recognized only three classes of citizens. These were the 
artisans, the warriors, and the philosophers or rulers. The way in 
which oven these three classes were sifted out is further illuminating. 
Those children in whom the passions and appetites were preponderant 
were assigned to become artisans aud tradesmen. Those whose edu- 
cation revealed that over and above animat appetites they had an 
assertively generous and courageous disposition and yet insufficient 
reason to be included in the next class w'ere designated to be trained 
as warriors, guardians of internal and external peace. Finally, those 
with sufficient reason to be able to grasp universals were given tbe 
most advanced education within the power of the state to give. They 
were educated particularly in mathematics and dialectic as the disci- 
plines most useful in searching out and defining the outlines of the 
ideal state in which all were to live. 

This threefold division .stood in marked contrast to the ideas of 
the twentieth century, in which the uniejueness of each individual was 
often recognized as a class by itself. Nevertheless, for Plato to 
even this division of labor on the basis <i| justice undoubtedly was 
a great stride in the direction of social stability. Social harmony was 
bound to reign where each individual was educated and happy in his 
calling and where each calling was fulfilling its function in the social 
whole. Here, then, was unity in diversity. It offered a synthesis of 
the individualism of democracy with the social demands of the conser- 
vatives, a synthesis in w-hich education was to play a IppHing role. 

Aristotle (386-322 b.c.) made an analysis of politics and education 
less extensive and thorough than Plato’s. However, he had the aamp 
interest in stability that Plato had. Cautious about social change, 
Aristotle also tended to be cautious about the claims of individuality in 
education. “Again,” he wrote in the PolUica, “since the state as a 
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whole has a single end, it is plain that the education of all must be one 
and the same. . . . Besides, it is wrong for any citizen to think that he 
belongs to himself. All must be regarded as belonging to the state: for 
each man is a part of the state, and the treatment of the part is natu- 
rally determined by that of the whole."* 

IMPORTANCE OF POLITICAl. INDEPENDENCE FOR EDUCATION 

Nothing that Plato or Aristotle could write, however, succeeded in 
staying the ultimate disintegration of Greek civic life patterned after 
Athens. Because of their individualism, the Greek city-states were 
powerless to unite in the face of the common danger offered by Philip 
of Macedon. After the Battle of Chaeronea in 338 b.c., these city- 
states lost their political independence. It is notable that from this 
time on there was a marked decline in the quality of the educational 
process. The vitality of Greek education down to this time had been 
born of the fact that education had been one of the chief arenas in which 
political differences were examined and reasoned out. Conflicting 
political theories were discussed at least in part in terms of their 
educational consequences. Furthermore, there was a directly felt need 
for education on the part of everyone who wished to participate effec- 
tively in the political contest. But after Chaeronea the nourishment 
of these invigorating conditions was lacking. 

The state, to be sure, continued its interest in education; but since 
civic responsibility no longer rested on the shoulders of the citizen, the 
state was no longer able to infuse education with its former originality 
and creativity. The study of rhetoric, grammar, and logic became 
purely formal because there was no longer need of them as a means of 
persuading others as to what was politically expedient to do in the 
public interest. Men came to find motives for education in their 
private lives rather than in public life. The appearance and popular- 
ity of the Epicurean and Stoic philosophies about this time are some 
evidence of this trend. Though these philosophies took opposite 
directions, both sought to help the individual find within himself some 
standard by which to judge his life since the sadly disjointed times 
provided none. 

The Romans went through much the same cycle of political and 
educational experience as did the Greeks. In the early days of the 
Republic, Roman education, too, had been characterized by strict 
adherence to the folkways. Later, when these folkways became codi- 
fied in the form of the "Twelve Tables," every Roman youth was 

' Abibtotuc, Politics, Bk. VIII, Chap. 1. 
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expected to leam them and pattern his life after them. As Roman 
civilization became more mature, it, too, came to discover the worth 
of the individual. While the Greeks debated the political and educa- 
tional significance of individuality, the Romans embodied their con- 
tribution in a system of law that defined the rights and duties of 
individuals more adequately than at any previous time in the ancient 
world. Consequently, while Greek education drew its inspiration 
from the strife* of political systems, Roman education was valued for 
the preparation it gave for participation not only in legislation but 
also in public administration and in the adjudication of the laws. 

Roman education enjoyed its greatest vitality wliile Rome yet 
remained a nqjublic. lJuring this period the Senate was still a top- 
ranking political body. The Senate! v/as still a forum where cogent and 
persuasive speech determined public policy. As long as this was the 
ease, rhetorical education and the Mlucational ideal of the orator 
prospered. With the coming of the Empire, however, and mth the 
coiicentriition of political power in the hands of the emperor, the sig- 
nificance of the Senate declined. A’ld ivitli the decline of the political 
vitality of this body, came an ebb in the. vigor of the schools despite 
their lat.cr subsidy by the state. Forced to renounce serious political 
topics for declamation, oratory in tlie schools l>ecame less genuine and 
more sei'vilc. While the fiepublic had produced orators, the Empire 
produced meic rhetoricians. As able and ambitious men were 
dcprive<l of significant, political careers, they took refuge in erudition 
and speculation or in the foriual display of the learning that frustration 
in polit icnl life had rendered otherwise useless. At a loss how to anchor 
their lives, the Romans, like the Greeks, turned to Stoicism and 
Epicuri'Hiiisiu 


'I'HK CHRIS l'I.*N' OOVOEPTION OK THE INDIVIDU.VL 

Meanwhile, another foive wa.s making itself felt in the Mediter- 
ranean world, Judaeo-Christiauity. It had within it a new conception 
of individuality. Although this concept had little political and even 
loss educational significance at first, it must- be mentioned here because 
of its mounting importance as the centuries rolled by. This concept 
maintained the worth of all mankind. Advanced as were the Greek 
and Roman concepts of individuality, Greek democracy had been only 
for the Greeks and Roman law had still recognized the distinction 
bctw'eon freeman and slave. It was therefore a bold step forward to 
proclaim the equal W'orth of all men regardless of nationality, race, 
econoimc status, or sex. Even the Jews, who had early insisted on the 
education of the whole people, made the demand only for their own 
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people. Since they were children of God, ran their claim, all should 
be trained in the law, and the law should not become the secret of a 
particular class among them like the scribes. What the Jews claimed 
for themselves as a chosen people, Jesus proclaimed the birthright of 
all men. 

But there were other subtle and far-reaching differences. The 
Greco-Roman tradition of justice for man was reached on secular 
grounds. The Judaeo-Christian tradition of equality was reached on 
religious grounds. It was partly on account of this difference that the 
Judaeo-Christian tradition failed to influence the politics of the ancient 
world and, through politics, education. The worth of the individual 
it had in mind was not of this world. Furthermore, Jesus enjoined 
men to keep the kingdoms of God and Caesar — religion and politics — 
distinguished from each other. I'lquality before God was thus many 
centuries in becoming equality befom the law, equality at the polls, 
and equality of educational opportunity as well. 

Moreover, the Judaeo-Christian conception of individuality ■was 
slow in realizing itself politically, for confusion arose in the minds of 
men between justice and equality. The political life of the Middle 
Ages and the Renaissance seemed to be dominated by the Greco- 
Roman notion of justice. It will be remembered that Plato defined a 
just society as one where all were occupied according to their different 
aptitudes. Nothing was politically more obvious to the Middle Ages 
and the Renaissance than the differences among men. Feudal social 
organization in both state and Church was predicated on a hierarchy 
of differences. The system of vassal and overlord seemed so much a 
part of the order of things that it came to be justified as the apparent 
will of God. Consequently, whatever a man’s status in the world to 
come, it was generally conceded that inequality was his status in the 
world of here and now. 

POLITICS AND EDUCATION IN ECLIPSE 

In a world organized into a hierarchy of va.s.sal and overlord, signifi- 
cant and effective political power clearly rested ■with the overlord, 
and only he, therefore, needed an education worth the name. But 
formal education even for the overlord was meager enough, for after 
the disintegration of the Roman Empire an overlord had much more 
need of training in the use of arms than in the use of letters. In the 
small-scale social organization of the medieval castle into which the 
large-scale organization of the Empire disintegrated, the maintenance 
of some semblance of order by force of arms made the chief political 
demand on education. It is not surprising, then, that the training of 
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the hnight, the discipline of chivalry, became the dominant mode of 
education during the medieval period. 

Of course, the overlord had other political duties in addition to the 
maintenance of law and order by force of arms. But these duties 
made relatively slight demands on education, especially while the 
domain of the castle was still limited in scope. Ordinarily, they did 
not even presuppose or require literacy on the part of the lord of the 
castle. As great an overlord and ruler as Charlemagne, although he 
encouraged literacy in his officials, did not himself learn to write till 
late in life. Even when literacy became a requisite of public adminis- 
tration toward the end of the feudal era, it was an educational qualifi- 
cation of clerks and subordinates. Fighting as a form of public 
service long enjoyed a social prestige superior to that of learning. As 
late as the sixteenth century Martin Luther found it advisable to try 
to contradict this popular conception. In trying to enhance schooling 
as a preparation for political careers, he claimed it taxed the qualities 
of courage and stamina that fighting did. 

HISVIVAL OF THE POI..raCAI, IDEAIj OF EDUCATION 

With the coming of the Ren.^issance there occurred a dwindling of 
the political significance of the medieval (castle and a revival of city 
life. As gunpowder tlueatencd and later destroyed the physical 
securily formerly found in the thick walls of the medieval castle, so, 
too, new intellectual forces cradled in the rising cities made untenable 
the security that the medieval mind liad found by locking itself up in 
bastions of authoritarian dogma. City life revived with the great 
boom in trade. The nouneaitx riefuis appeared in the new middle class. 
Out of their profits life became more urbane. As the political center 
of gravity shifted from the country to the city, the old feudal nobility 
was gradually transformeii, They began to move to town, where, 
together wth the merchant princes of the middle class, they took on 
new political significance. Many from these well-to-do classes became 
courtiers, that is, men in attendance at court, where they had useful as 
well as ornamental, public as well as private functions. 

The effective fulfillment of these functions laid new dcmandH on 
education. In large part these demands were met by a revival of the 
civic and liberal ideal of education of the Greeks and Romans. Vit- 
torino da X'cltre (1378-1446), popular Renaissance educator, was 
among the first and most successful founders of a school to train for the 
duties of courtier. Later, this social stereotype prompted the writing 
of such books as Castiglione’s Courtier and Elyot’s Book of the Governor, 
in which the education of the man of affairs was described in some 
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detail. Naturally, the studies of youth preparing for such a career 
included not only the literary classics of Greece and Rome but also 
practical studies like law and the arts of war. Knightly exercises were 
carried over in the form of such manly sports as hoisemanship and 
fencing. 

Political power being vested in the prince and courtiers, it was only 
the few who gained an education that fitted for making important 
decisions. Beyond the education necessary for their trades, the great 
mass of people were relatively neglected. Even though the Protestant 
side of the Renaissance reasserted the early Christian notion of the 
equality of all men, this affected the political distribution of power and 
therefore the educational offering tittle if at all. In the long run 
Luther’s early position of “every man a priest ’’ was to have momentous 
import for a democratic education. But in the short run Luther 
(1483-1546), the leader of the Reformation in Germany, soon saw, as 
had Plato, that abilities were not equally distributed and that it was 
better that those with more training, like himself, should judge the 
meaning of the Scriptures. So, in the end, Luther’s acquiescence in the 
leadership of the capable few turned out to be little different from the 
aristocratic notions of his time. The Treaty of Augsburg, with its 
principle that the reUgion of a principality should depend on the choice 
of religion of the prince, confirmed the fact that political power was 
still very narrowly held. Only the prince and, perhaps, his courtiers 
were to have an education that fitted to make such important public 
decisions. Under such circumstances schools like the Furstenschtden 
(school for princes) and Ritterakademien (academy for knights) held 
front rank from the sixteenth to the eighteenth centuries in Germany. 

The schools of the Jesuits quite readily conformed to the political 
structures of these centuries. For one thing, the Jesuits were primarily 
interested in secondary and higher education, levels of education 
ordinarily patronized only by the well-to-do classes. For another, 
their famous Ratio Studiorum made small concessions to the sons of 
the nobility. To them were assigned the "more convenient ’’ benches, 
and severe disciplining of students, “especially if they are of higher 
rank,’’ was to be called to the attention of the prefect.* Yet it is notable 
that the Jesuits opened their schools to all without charge, progress 
through the schools being dependent only on native talent. For the 
fact that this must have been an educational innovation in its day we 
have the word of the great French rationalist philosopher Descartes. 
Educated by the Jesuits, he later recorded that he was much impressed 

* Fitzpatrick, E. A., St. Ignaliiu and the Ratio Studiorum, pp. 186, 206, 
McGraw-HUl Book Company, Inc., New York, 1033. 



34 


A HISTORY OF THE PROBLEMS OF EDUCATION 


by the impartiality with which they treated their students of both 
high and low estate. In fact, he called this an “extremely good 
invention.” 

By the eighteenth century, then, little educational progress had 
been made with the Christian doctrine of the equality of man. On 
the contrary, not only had social and political structure been organ- 
ized on a theory of inequalities, but these inequalities had become 
entrenched in a hereditary class structure. But during the eighteenth 
century there was a rising tide of discontent with this traditional scheme 
of things. Indeed, not since the time of the Greeks had social and 
political fermentation had such educational repercussions. 

EIGHTKENTH-CENTUHY CONSEBVATIVISM AND EDUCATION 

Eighteenth-century educational conditions under the old aristo- 
cratic order out of which reform arose are best revealed by English 
thought. Worth-while education there was the exclusive privilege of 
the wellborn. As for the rest, it was the opinion of the day that there 
was no need for learning among the meanest ranks of mankind, for 
their business w’as to labor, not to think; their duty to fill the most 
servile posts and to do as commandtNl ; their function to perform the 
lowest offices and drudgeries of life lor the convenience of their supe- 
riors, for which common nature gave them knowledge enough. 

Earlier, even the Englishman John Locke (1632-1704), to whom 
the forefathers of tlie American Constitution owed much of their 
political wisdom, had shown himself far less democratic in his educa- 
tional than in his political outlook. He revealed his conservatism by 
favoring no more tbnn work schools for the laboring classes. Not 
oirlj'- were these schools to inure children to hard work from infancy 
onward, but they were to Irt supportetl in niggardly fasliion out of 
what the children’s labor would bring on the open market. 

Many of the upper classes preferred to alleviate the lot of the poor 
through charity rather than to cure it through education. But 
Malthus, the noted student of population, decried this choice. “Wo 
have lavished immense sums on the poor,” he said, “which we have 
every reason to think have constantly tended to aggravate their 
misery. But in their education and in the circulation of those impor- 
tant political truths that most nearly concern them, which are perhaps 
the only means in our power of really raising their condition, and of 
making them happier men and more peaceful subjects, we have been 
miserably deficient. It is surely a great national disgrace, that the 
education of the lower classes of people in England should be left 
entirely to a few Sunday schools, supported by a subscription from 
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individuals, who oan give to the course of instruction in them any 
kind of bias which they please.”* 

Yet even those in the upper classes who did have qualms about the 
education of the underprivileged and who did wish to see an improve- 
ment in their educational opportunities often had definite limits to 
their enlightenment. For the most part they went no further than 
to advocate schools as a matter of charity. The heavy emphasis on 
religion in these charity schools tended not to exalt the Christian 
dignity of the common man but to habituate him to moral obedience 
to his social betters and his political masters. Hardly any of the 
backers of these schools expected or wished them to make poor children 
dissatisfied with their servile lot, for, in their opinion, menial tasks were 
inescapable in any society and a wise Providence seemed to intend the 
poor to undertake them. 

Surprisingly enough, the poor themselves in many cases accepted 
the shackles of their social inferiority. They seemed as fearful as the 
upper classes lest they become unhappy and discontented with their 
lot when educated beyond it. If having their children learn to read 
would make them proud and idle, they wanted none of it. Often, if 
they overcame these anxieties, they were suspicious that the philan- 
thropically minded were selfishly motivated. Nor were their suspi- 
cions unfounded in view of the fact that much of this philanthropy 
was indulged as a sort of social prophyla-xis against the ugly specter of 
social unrest. 

EIGHTEENTH-CENTURY LIBERALISM AND EDUCATION 

If education under the old aristocratic order was typified by Eng- 
land, education under the new democratic order was formulated in 
eighteenth-century France, especially Revolutionary France. The 
French Revolution was preceded by several decades of discussion of 
new philosophical principles. These principles found much of their 
inspiration in the rising science of the times, which in turn revived 
confidence in human reason and experience. The new rationalism of 
science led to a critical examination of the social and political inequali- 
ties sanctioned in the old order as part of the divine plan. Under this 
scrutiny, social and political institutions were seen to be merely human 
conventions instead of divine ordinances. Hence, the miserable and 
unequal lot of the masses was ascribed to unjust social arrangements 
that deprived them of educational and political opportunities, injus- 
tices that human reason could and should correct. 

^ Malthus, T. R., An E>tay on Poputalion, Bk. IV, Chap. 9, p. 212, J. M. 
Dent & Sons, Ltd.. London, 1014. 
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Proceeding further ■with this analyMS, liberals of the French Revolu- 
tion advanced the proposition of the universal equality of man. This 
equality might have found its support in a revival of the early 
Christian tradition, but unhappily the Church was too compromised by 
its sanction of the aneien rigime. The new doctrine of equality, there- 
fore, instead of being grounded in the fatherhood of God, was grounded 
rationally in the state of nature. Leaning heavily on the psychological 
theory of John Locke that the human mind of each at birth is a blank,' 
French liberals leaped to the further conclusion that, having this in 
common, human beings are therefore born equal. The political, 
and hence educational, corollaries of this new philosophy were 
tremendous. 

It is perhaps noteworthy that this approach to education had been 
advanced almost with the birth of modem science but the seed had 
been sown too soon on social soil unprepared to nourish it. The 
Englishman Francis Bacon (15(51-1620), for instance, was bold enough 
to think that in its full flower science would give such an exact, even 
mechanical, explanation of phenomena that even medifjcre men would 
be able to control their lives by it. “For our method of discovering 
the sciences,” he declared, “merrdy levels men’s wits and leaves but 
little to their superiority, since it acliievcs everything by the most 
certain rules and demonstrations.”' Again, but also prematurely, 
the Frenchman llescartes (1596-1650) in the century preceding the 
French Revolution expressed the optimistic opinion that of all men’s 
gifts the one of good sense is most evenly distributed. 

Of Course, the heyday of such educational doctrines was the period 
of the Revolution itseK, Such doctrines were not only good theory; 
they M'emed to be subslantinteil by facts as well , Convincing evidence 
of equalitarianism was found in +he fact that the French Revolution, 
like nearly every other revolution, revealed a wide capacity for leader- 
ship among men hitherto altogether unknown. The idea reached high 
tide with on educational bill presented to tire National Convention by 
LePelletier de Saint Fargeau and backed by Robespierre. This bill 
proposed that all children of both sexes be compelled to attend the 
same schools al public expense. Not only were they to attend the 
same schools, but there they were to receive the same food, the same 
clothing, and the same instruction. The bill, however, failed of enact- 
ment. Equalitarianism apparently was a better weapon to attack old 
abuses than a tool to construct a new social order. 

‘ For n further consideration of this psychobgical theory, see it^ra, pp. 141-143. 

* Quoted in J. W. Adamson, Pioneers cf Modem EduecUion, p. 8, Cambridge 
University Press, London, IQOJi. 
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As a matter of fact, most of the advocates of equalitarianism did 
not claim that individuals were qualitatively alike. French liberals 
like Rousseau (1712-1778), and Condorcet (1743-1794) were well 
aware of physical and psychological difTerences. The equality of 
which they were in search was rather an equality of economic and legal 
circumstances so that each might have a fair chance to develop his 
unique individual capacities. Therefore, provision for the conditions 
under which each might have an education in proportion to his talents 
and needs was to be made a first charge on a just government. Another 
Frenchman LaChalotais (1701-1785) thought, as Plato had before him, 
that provision should also be made to develop the variety of talents of 
which a whole society might be in need. Thus, he showed equal solici- 
tude that there be instructed competent men in the fine and useful arts, 
in the arts and sciences, competent generals, magistrates, and ecclesi- 
astics, "all in fit proportion.” 

The idea in the new democratic theory of education that the state 
owed- some duties to the individual is deserving of some further consid- 
eration. Unlike Aristotle, who liad said that the individual belonged to 
the state, Rousseau conceived of humanity apart from the state; he 
distinguished man from the citizen. As a citizen, man was the numer- 
ator of a fraction whose denominator was the state. Therefore, his 
education would depend on the kind of state to which he belonged. 
But the states that Rousseau knew in the eighteenth century were 
corrupted with injustices. Hence, the education of citizens could 
produce only distorted individuals. It could never bring about a new 
and better social and political order. Confronted by the same di- 
lemma, Plato had decided to await the time when a philosopher-king 
should happen to be the ruler of the state. Unlike Plato, Rousseau 
did not wait for such a happenstance but sought social reform through 
the education of the unspoiled man of nature as contrasted to the cor- 
rupted man, the citizen. This relative emphasis has misled many to 
think that Rousseau’s scheme of education was antisocial. But not so. 
Really he hoped that, by emancipating the individual from the artifi- 
cial conventions of existing states and by educating him according to 
nature, the individual would become a purifying agent for the recon- 
struction of a wider, freer, more progressive society — a cosmopolitan 
society. 

Encouraging as was the prospectus of the new democratic theory of 
education, its nineteenth-century development into fact was slow and 
halting. The prospectus was ushered in with such an accompaniment 
of ph}rBical violence that many lost their initial enthusiasm for the 
emancipation of the common man from hie age-old disabilities. Con- 
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Bequently, the move to provide by law for the enlargement of educa- 
tional opportunity was delayed. Besides, the aristocratic habits and 
prejudices of centuries were not ea.sily laid aside. When the commo- 
tion of revolution had subsided in France, it was evident that the more 
stable bourgeoisie had been the chief beneficiary of the upheaval. 
Because the bourgeoisie patronized the secondary schools — which in 
Europe have long been distinguished from elementary schools by 
social class as well as by curricular distinctions' — these schools devel- 
oped most steadily in the nineteenth century. Indeed, the lycie and 
the collige came to pride themselves on their education of the dlite. 
Universal public elementary education was also enacted in the Ferry 
laws (1881- 1886), but this was to tit the masses to the demands of 
nationalism- and industrialization’ as much as to democratic enlarge- 
ment of the suffrage. Between the First and the Second World War, 
fees for secondary schools were reduced or abolished, but the schools 
were still so few in number that competition for entrance eliminated 
large numbers. On the eve of the Second World War the masses still 
awaited a government and an education prtdiealed primarily on their 
interests. Upper and lower classes were still at war with each other. 
The French llevolut ioii was not yet completely won. 

l>KrHhl\N' OOSSKRVATIVE UHEH\U8M 

Roverber.'dions and repercussions of the Kevolution were felt in 
countries outside of France. When Prussia was struggling to rise 
after being o^erthro^vn by Napoleon, it.s great advocate of nationalism, 
Johann (lottlicb Fichte (1762 181-1), drew on French liberalism of 
the preeifdiiig century foi- his edueatioual ideas. The rehabilitation 
of Prus.sia, he thouglit, depended on the education of its whole citi- 
zenry, not just that of a paHieuIar elass. Tlnnuin beings, ho held, 
should be educated becau.se they were human beings. Their develop- 
ment was the chief end of the state. TKistugh this agency all were to 
have equal access to the sources of culture so that, each might order 
his life in accord with the laws of rca-son. Fichte received reinforce- 
ment in this demoe.ratie conception of education from his friend and 
acquaintance, Johann Heinrich Pestalozzi (1746-1827), the great 
educational reformer. But neither of these men followed the chimera 
that all men were to have e(|ual opportunities in the sense of uniform 
opportunities. Yet, after making due allowance for variety of talents, 
Pestalozzi insisted that none should be deprived of “acquiring that 

‘ For a fuller areouiil. of this aapeet. of srhool organization, see pp. 381-382, 422. 

* For a fuller aecoiint of nationalism and education, see Chap. HI. ' 

’ For a fuller account of induatrialiam and education, ace pp. 85-90, 
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portion of intellectual independence without which the true dignity 
of the human character cannot be maintained nor its duties adequately 
fulfiUed.”! 

The Prussian schools of the first half of the nineteenth century were 
ordered on the notions of these two men. As long as the schools 
continued to be inspired by their humanity, thpy were the envy of both 
Europe and America. Unhappily these democratic notions of educa- 
tion did not have their origin among the masses of the people them- 
selves. They were a concession from the aristocratic Junker class. 
When the democratic leaven of Fichte and Pestalozzi expanded so as 
to encroach upon their prerogatives, the Junkers withdrew what they 
had conceded. After the abortive democratic revolution of 1848, the 
political aspirations of the common people were curtailed. In place 
of the independence that Pestalozzi had urged, tiie repressive school 
regulations of 1854 sought to develop a readiness of obedience to 
command. Extensive mem&riicr work, especially in the authoritarian 
field of religion, was recommended as the best way to achieve this 
obedience. Moreover, from being the means for the liberation of man, 
the state came more and more in the latter half of the nineteenth 
century to be the end of his development. 

The political setting of Prussian education remained largely aristo- 
cratic as late as the end of the nineteenth century and the opening of 
the twentieth.® Although perhaps of little actual effect on the educa- 
tion of his times, the German philosopher Friedrich Wilhelm Nietzsche 
(1844-1900) showed the drift of thought. Impelled by the theory of 
Darwinian evolution to contemplate the development of supermen, 
Nietzsche deprecated the “education of the people,” who, he said, were 
born to serve and obey. “The education of the masses cannot, 
therefore,” he declared, “be our aim; but rather the education of a few 
picked men for great and lasting works.”® The idea of the evolution 
and education of a Ilerrenvolk thus considerably antedated the Third 
Reich of the Nazis. 

Not much laterthan the statement of Nietzsche was adcclaration by 
Kaiser Wilhelm II himself, which further revealed the persistence of 
the feudal tradition in German education. Alarmed at the growth of 


‘ Akdbbbon, L. F., Peslaloai, pp. 183-184, McGraw-Hill Book Company, Inc., 
New York, 1931. 

‘ For the character of the elementary schools during this regime, see T. Alex- 
ander, The Prussian Elementary Schools, The Macmillan Company, New York, 
1918. 

’Nietzsche, F., The Future o} Our Educational InstttuUona, p. 75, T. N. 
Foulis, Edinburgh, 1909. 
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social democracy, he called upoa the schools to teach that social 
democracy contradicted both divine commands and Christian morals. 
To counteract this bad influence he furthermore called upon the schools 
to teach the German masses to look to the Prussian monarchy as the 
ancient and future protector of their welfare.' Instead of education 
cultivating a sturdy independence and self-reliance, it was to inculcate 
dependence on the noblesse oblige of a royal house. 

Under the democratic constitution of the Weimar Republic a brief 
attempt was made to equalize the educational opportunities of the 
upper and lower classes. In the first place, every child, regardless of 
his social origin, was required to attend a common elementary school, 
the Grundschule. Such a regulation, it was hoped, might dull the 
sharp edges of class distinction and at the same time make for greater 
social solidarity. In the second place, the weakening of the class 
difference between elementary and secondary education was under- 
taken. Through a new school, the Aufbauschule, provision was begun 
for aiding promising children in the elementary school to continue 
their education at the secondary level. 

TOTAUTARIAV EDIICATION 

But these democratic beginnings were short -livcnl. With the acces- 
sion to power of the Nazis there was a revival of the narrow holding 
of political power by a Fiihrer and a closely knit group of political 
party leaders. Consequently, educational opportunities, especially in 
the universities, were severly curtailed. Schools for leaders, notably 
the Adolf lliUer Schukn, were set up. While these claimed to sift out 
leadership where it might be found, their curricula put qualities of 
physical vitality ahead of intellectual vigor. Moreover, the intellec- 
tual life of the schools was vitiatctl by asserting that there could be no 
such thing as the free pursuit of truth without political pnrty bias. 

Perhaps the most significant point of incidence of Nazi politics on 
education was its totalitarian theon' of the state. Although the Nazis 
tried to demonstrate that the political conceptions of the Third Reich 
were revolutionary and in no way indebted to prece<ling culture pat- 
terns,® nevertheless totalitarianism did seem to have an afiinity to the 
conception of the state held hy the German philu.soplicr Georg Wilhelm 
Friedrich Hcgcl (1770-1831) in the nineteenth century. This is best 
evidenced by the educational writings of an Italian fascist, Giovanni 

‘ C1.ARKE, F., Bsmya in IhePolitia of Education, p. 34, Oxford University PreBa 
London, 1923. ’ 

• Knbllek, G. F., The Educational Philosophy of National Socialism, Chap. A 
Yale University Press, New Haven, 1941. 
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Gentile (1875-1946), who was an avowed Hegelian.^ The totalitarian 
took exception, as did Hegel, to Rousseau’s differentiation between 
the education of the man and the citizen. Since there are no rights 
for the individual outside of his citizenship in a good state, Hegel was 
confident that to educate the man rather than the citizen must fail 
because such a man would be a stranger to the laws.* Both he and the 
Nazis were inclined to agree with Aristotle that the individual belonged 
to the state. 

Gentile represented the totalitarian state in quite Hegelian terms 
when he described it as the concrete embodiment of universal will or 
reason. On this account the state had an existence over and beyond 
that of the individual. Because the state represented the universal, 
the good of the individual must be identical with it. Therefore the 
aim of education was to evoke the will of the state in the individual will. 
The curriculum moat likely to evoke this common will was one based 
on the national language, history, and culture. The education of the 
individual therefore became an instrument for realizing the ends of the 
state. Obviously, these ends were less selfish than those of the individ- 
ual, for the state was the link between generations of individuals. 

INDUSTRIAL DEMOCRACY AND EDUCATION 

While repercussions of eighteenth-century French liberalism were 
felt in England, too, the immediate effect was an attempt to hold 
steady against their initial impact. Thus it was not till the second 
quarter of the nineteenth century that England commenced the 
democratization of her educational system. And even then educa- 
tional expansion came as the result of a series of reform acts enlarging 
the base of suffrage. These reform acts were the product of different 
revolutionary forces from those in France. In England it was the 
more gradual process of the Industrial Revolution that brought about 
political reform. Through the wealth produced by the Industrial 
Revolution largo numbers of people were being added to the middle 
class. In England, where suffrage was based on property, it was but 
natural that Englishmen should demand political and educational 
opportunities commensurate with their property holdings. 

The Reform Act of 1832 enfranchised only the more well to do of 
the nouveaux riches. As a result, the educational activity in the 

1 Gentile, G., The Reform of Education, passim, IJarcourt, Brace and Com- 
pany, New York, 1022. See also M. M. Thompson, The Edueational Philosophy 
of Giovanni Gentile, University of Southern California Press, Los .Angelos, 1034. 

’ Luqueeb, F, L., Hegel as Educator, p. 148, The Macmillan Company, New 
York, 1806. 
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interim before the Reform act of 1867 largely concerned the extension 
of secondary educational opportunities. The Clarendon and Taunton 
commissions were appointed to report on the provision for education 
at this level and for this class of society. However, some interest was 
shown in the education of the masses by a series of acts commencing 
in 1833 that subsidized philanthropic enterprises already set up for 
the education of this class. 

The Reform act of 1867 went much further than the Reform Act 
of 1832 in expanding the electorate. With the supplementary Act of 
1884 England achieved all but universal manhood suffrage. The need 
for a corresponding extension of educational opportunities was recog- 
nized almost at once. In 1870, Parliament passed the basic legislation 
by which the English hoped, as they put it, to educate their new 
masters. When women were enfranchised in 1918, Parliament again 
kept pace with another notable extension of educational facilities. 

In spite of this activity on behalf of universal education to match 
universal suffrage, up to the eve of the Second World War the English 
continued to manifest most pride in their great public schools like 
Eton, Harrow, and Rugby.* Thu upshot of the nation’s system of 
schools has been, as a number of Englishmen have pointeil out, the 
education of two nations. Be that as it may, perhaps nowlicrc and 
at no time has the relation betwwn the base of political power and the 
base of educational opportunities, dascribed by Aristotle, been so 
neatly documented as by this period of English history. 

THE AMERICAN REP1TJ|I,IC AND EDUCATION 

Prior to the American Revolution and to tlic impact of eighteenth- 
century French liberalif.in ou colonial America, the status of education 
in relation to political structure in the .'Vmerican colonies more or less 
reflected contemporary European conditions. Frontier conditions had 
softened some of the acerbities of the European class structure but 
had not obliterated them. Nowhere was this state of affairs more 
evident than in the plantation-holding South. But even in the 
New Elngland states of the time, to be a gentleman implied social 
distinctions definitely beyond having refined manners. And nearly 
everywhere in politics property qualifications were a prerequisite to 
voting. Circumstances such as thesis definitely conditioned colonial 
education. They account for the preeminence of the Latin grammar 
school and the college in colonial education, for these were the schools 
patronized by the more well to do. 

‘ English "public" schools are private, not tax-supported like American. 
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The accomplishment of the American Revolution had no immediate 
effect on the schools. Their colonial character was carried over into 
the early national period with little or no alteration. It was not long, 
however, before Noah Webster (1758-1843), the great American 
lexicographer, took exception to this situation. “This appears to me 
a most glaring solecism in government,” he declared. “The constitu- 
tions are republican, and the laws of education are monarchical. The 
former extend the civil rights to every honest and industrious man; 
the latter deprive a large portion of the citizens of a most valuable 
heritage.”^ While despotic governments may well restrict education 
for fear enlightenment will corrode their own power, in a republican 
government corrosion will set in unless public enlightenment is as 
widely suffused as possible, Webster further opined. 

The fathers of the Federal Cimstitution made similar remarks. 
While Thomas Jefferson stated that the safest repository for political 
power was with the people, ho recognized they were an unsafe reposi- 
tory without knowledge and information. Education is the counter- 
poise of liberty. Freedom as defined by law, which in a republic is 
the will of the people, must not be at the mercy of the tumultuous 
opinions of an ignorant multitude. To practice freedom in a state of 
ignorance was so parado.vical to James Madison that he was uncertain 
whether to call the paradox a comedy or a tragedy. Both John 
Hancock and John Adams shared similar beliefs and begged their 
contemporaries to provide liberally for the education of all classes. 
Washington, perhaps, was a little more cautious. In his Farewell 
Address he called for the promotion of education “in proportion” to 
the extent the government gave force to public opinion.® 

Probably Washington was closer to the temper of his times than 
were the others mentioned. In this connection it will be well to 
remember that the Federal Constitution had left the specific qualifica- 
tions for suffrage to the determination of the several states. On this 
point the states varied widely in their liberality. For the same reasons 
educational provisions in the states varied widely, too. Moreover, it 
is on this account that in the early national period our government 

^ Quoted in A. O. Hansen, Liberalism and American Education in the Eighteenth 
Century, p. 235, The Macmillan Company, New York, 1926. 

’ In the first half of the nineteenth century Daniel Webster was the great 
political exponent of the idea that the ills of free institutions were to be cured by 
popular education. "On the diffusion of education among the people rests the 
preservation and perpetuation of our free institutions. . . . Make them intelligent, 
and they will be vigilant — give them the means of detecting wrong, and they will 
apply the remedy.” The Works of Daniel Webster, vol. 1, pp. 403-404, Little, 
Brown & Company, Boston, 1885. 
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was known as a republic rather than a democracy. It gave force to 
only a limited instead of an inclusive public opinion. 

equalitakianism and education 

The foregoing facts should be bome in mind in considering the 
equalitarian tradition in American education. As in France at the 
time of the Revolution, so in America there was an almost fierce 
insistence on the equality of man. The most notable enunciation of 
this beUef was in the American Declaration of Independence. There 
it was stated as a self-evident truth that all men are created equal. 
One school of educational opinion has held to the literal truth of this 
statement. Doubtless they have been influenced to do so, as were 
many Frenchmen, by Locke’s psychological theory that mind is the 
same in all because a blank in all at birth. 

Since so much of the composition of the Declaration of Independ- 
ence was the work of Thomas .Jefferson, it might be well to try to 
ascertain the educational significance of this part of the Declaration 
by examining the educational conceptions that .lofrcrson held. These 
were most clearly set forth in the 8.:heme of education that ho proposed 
for the state of Virginia. It was his pr4)posal there < o le ovide elemen- 
tary education for all children. At the complcl ion of elementary 
schooling, the more promising bo)rs were to he sent on to secondary 
school. And in turn the more promising products of this school w'ere to 
be sent on to college.* Obviously, Jefferson had no illusions about the 
equality of native endowment in children. Othervvi.se he would not 
have provided a school system to screen the school population accord- 
ing to their abilities. Hence, it is much more likely that the sort of 
equality in which he was interested was the legal and economic arrange- 
ments which -would make it possible for f aUmt to as8*;rt itself wherever 
found. Yet Jefferson’s greater preoccupation with higher rather than 
elementary or secondary education, as witness his preeminent part in 
founding the University of Virginia, has led to the criticism that even 
he underestimated the discrepancy between educational opportunities 
and the equalitarianism of American political institutions.’ 

Equalitarianism reached its height on the western frontier. There 

• Abrowood, C. F., Thomas Jefferson and Edueation in a Republic, Chap. 7, 
McOrav-Ilill Book Company, Inc., New York, 1930. See also J. C. Henderaon, 
Thomas Jefferson's Views on Public Education, G. P. Putnam’s Sons, New York, 
1890, and R. J. Honeywell, The Educational Work of Thomas Jefferson, Harvard 
University Press, Cambridge, Mass., 1^1. 

' CtiBTi, M., The Social Ideas of American Educators, pp. 45-16, Charles 
Scribner's &us. New York, 1635. 
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the public domain was free and open to all on the same terms. This 
resulted in an equality of economic opportunity that ultimately led to 
equalization of political rights as well. Free land made it absurd for 
the new states of this region to raise property qualifications for voting. 
It also had an effect in persuading the older states of the Atlantic sea- 
board one by one to reduce and finally abolish theirs. The equaliza- 
tion of the economic and political conditions of men became so marked 
in the western states that it became easy for many to believe in the 
equality of psychological talents as well. No doubt the assumption 
that one man was as good as another lay at the bottom of the spoils 
system of distributing public offices, which was introduced by Andrew 
Jackson, the first president from a frontier state. Indeed, no educa- 
tional qualifications whatever were thought necessary for the office of 
state superintendent of public instruction, whose popular election at 
the polls generally dates from this period. 

In view of this rise of the common man, it was no mere coincidence 
that the period of Jacksonian democracy also coincided with what is 
generally referred to as the great American revival in education. 
The times were ripe for educational advance on a wide front. State 
educational administration was established under the leadership of 
such men as Horace Mann (1796-1859) in Massachusetts, Henry 
Barnard (1811-1900) in Connecticut, Calvin Stowe (1802-1860) in 
Ohio, and Calvin Wiley (1819-1887) in North Carolina. The public 
school system was bom in this period, and compulsory attendance fol- 
lowed soon after. High schools had their inception. Here for the 
first time was a secondary school distinguished from the elementary 
only by the level of instruction rather than by the social class to whom 
it appealed. Normal schools were started. It was also the heyday 
of the academy, largely because this institution extended its curricu- 
lum to give instruction in many activities of the common man that 
were neglected in the old Latin grammar school. 

CAPITAL, LABOR, AND POUTICAL REFORM 

Democracy in American education was thus largely the product of 
frontier conditions. But there were other forces, notably labor. 
Enterprising artisans and mechanics were fast becoming class-con- 
scious in this period. They joined with others in emplo 3 dng the ballot 
to demand that the state provide the education whereby all might 
have an equal start in this land of opportunity. But the advancing 
interests of the laboring classes were not nearly so influential in pro- 
curing democracy in American education as they were in English 
education. Democracy in nineteenth-century English education was 
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the result of a slow and extended political struggle between economic 
interests sharpened by the Industrial Revolution. In America, 
democracy in education came more quickly and with less effort. 
Indeed, one might almost say that democracy in education in America 
was the gift of a bountiful mother nature. 

In the second half of the nineteenth century there was some reces- 
sion from the optimistic prospecAs for democracy in education during 
the first half. First, the advancing interests of democracy had to 
pause so that the political baac for suffrage could be extended to 
include the Negroes as well as the white men. Yet, in spite of the war 
fought on his behalf, the Negro of the southern states continued to 
suffer under political disabilities .such as the poll tax. Although his 
educational opportunities improved greatly compared with those 
offered before the ('ivil War, his inferior political stature was long 
reflected in educational opportunities that were meager judged by those 
offered the white population.* 

Second, another pause was enforced hy a spectacularly expanding 
industrial capitalism. Great as were the benefits eonferred by mass 
prodiuition, nevertheless deep an.xieties were fell, about the way in 
which industrial capitalism often nitlilessly c'xploited the working 
classes for its own selfish end.s. Capitalism in economics, like aris- 
tocracy in politics, tendol to treat the individual as a means rather 
than as an end. Moreover, it exploitisd the commonwealth by cor- 
rupting politics to gain special favors, liven before the Civil War, 
Horace Mann had noticed the dangers of industrial capitalism threat- 
ening a diminution of educational opportunities. For the most part, 
however, educator.s of t}>e latter nimiteenth I’.ontury arrayed themselves 
with the forces of consen'.atisra and urged the schools to aid in resisting 
radical movemcnls for refoiin.- 

The tide of protest, however, did not suhsiile. The demand for 
political reform became a major national issue in the campaign of 
1912. Two parties carried the banner of reform, the Democrats and 
the new “Progressive” party. It is probably no more chance that 
these years were also the incubatory period of the Progressive Educa- 
tion .Association. It was during this time that a number of men and 

‘ For an account of Ihe education of slaves prior to the Civil War, see C. F, 
Arrowood, “The Edueation of American Plantation Slaves," School and Society, 
54: 174-194, September, 1941, and C. G. Woodson, The. Education of the Negro 
Prior to 1861, G. P. Putnam's Sons, New York, 1915. For a more extended history 
of Negro edueation, see, II. M. Bond, Eduealion of the Negro in the American Social 
Order, Chaps. 2-9, Preiitiee-llall, Inc., New York, 1934, and G. S. Dickermon, 
Negro Eduealion, vol. 1, Chap. 12, U.S. Bureau of Eduealion, Bulletin 38, 1916. 

* CVBTi, op. cit, pp. 563-504. 
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women, dissatisfied with the inflexibilities that had settled on education 
in the latter part of the nineteenth century, launched new schools. 
These schools experimented with procedures that later came to be 
known as the “new education,” and it was they who came together 
in 1918 to form the Progressive Education Association. The Pro- 
gressives in politics and the progressives in education were imbued 
ivith a common spirit. Both showed a renewed solicitude for Uie 
interests of the individual and a renewed confidence in human intelli- 
gence as an instrument for political and educational reconstruction. 

Respect for individuality marked a new stress on an old ingredient 
in the democratic conception of education. But gone now was the 
conviction that individuals were equal in native endowment. Psy- 
chology’s scientific study of individual differences had given the coup 
de gr&ce to any such lingering notion. Individuality now took on an 
ethical worth. The oft-rep<atod democratic clichd of “respect for 
personality” took its meaning from the Kantian imperative to treat 
the individual always as an end and never as a means merely.* Yet 
there was no agreement as to whether tliis democratic worth of person- 
ality stemmed from the fatherhood of God, from the Platonic concep- 
tion of justice, or from the naturalism of Rousseau and the eighteenth 
century. In any event, while formerly people were insistent in 
demanding equal opportunities for education, now they demanded 
freedom for the expression of their individualities. To many the 
essence of democracy was freedom. In not a few quarters, freedom 
for the child became a cult. 

DEMOCBACT AND EDUCATION 

Probably the most significant educational event of this era was the 
appearance in 1916 of John Dewey’s epoch-making volume Democracy 
and Education. Tins was undoubtedly the most important treatise 
on education and political or social theory since Plato’s Republic. 
Here for the first time was a thorough and systematic presentation of 
the educational implications of democracy. The appearance of this 
book at the end rather than at the beginning of a century of evolution 
along democratic lines is significant. Up to this time no one had been 
able to grasp the broad and enduring meaning of nineteenth-century 
educational trends in their entirety. Dewey (1859- ), however, 

reviewed and criticized the miscellany of educational conceptions of 
this period and then went on to present a constructive synthesis to 
direct educational activity in the future. 

Dewey conunenced with the familiar fact that democracies havo^ 

* For a further consideration of this theme. Bee infra, p. 122. 



48 


A HISTORY OF THE PROBLEMS OF EDUCATION 


been devoted to education. But he held it is a relatively superficial 
explanation of this fact to say that the success of popular government 
rests on the education of the populace. A deeper explanation Dewey 
assigned to the view that democracy is more than a form of politics, 
that it is primarily a way of associated living, of communicating 
experience. ‘ Starting with the notion that society or community 
exists in and by communication, that is, through consciously shared 
interests, Dewey proceeded directly to formulate an ethical criterion 
of the good society. This he located in two traits: the number and 
variety of interests that individuals consciously and mutually share 
in society, and the extent and freedom of interplay between one society 
and another. Both these traits point to democracy. 

From these premises it is not difficult to restate the relation of 
democracy and education. As Dewey himself epitomized it, democ- 
racy "is but a name for the fact that human nature is developed only 
when its elements take part in directing things which are common, 
things for the sake of which men and women form groups — ^fami- 
lies, industrial companies, governments, churches, scientific associations, 
and so on. The principle holds as much for one form of associa- 
tion" as for another.* 

The educational merits of this view were several. In the first 
place, increasing the interpenetration of interests inescapably breaks 
down the barriers of race, nationality, and social or economic class. 
Removing such impediments from the channels of communication and 
education enables all individuals to plan their activities in the light of 
the fullest information available. Moreover, a stratified society where 
the sharing of leading ideas is limited to the education of a select ruling 
class must deptend in time of crisis on the intellectual and moral 
resources of a very restricted few. On the other hand, a society with 
many channels of communication between all its elements can mobi- 
lize resources of initiative and inventiveness limited only by the 
numbers and native talent of the whole body politic. 

In the second place, as these barriers are lowered, there is an 
increase in the number and variety of points at which individual 
interests touch and interpenetrate. This greater diversity of stimuli 
puts a premium on an education that cultivates individual ingenuity 
and adaptability. Here Dewey was at one with Plato in the idea of 

' Dbwet, J., Democracy and Education, pp. 96-102, The Macmillan Company, 
New York, 1016. 

> Dewet, J., Reconitruetion in Phiiotophy, p. 200, Heniy Holt and Company, 
New York, 1020. 
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justice as obtaming where individuality is cultivated in a setting of 
social usefulness. But Dewey criticized Plato for recognizing only 
three kinds of individual differences in the Republic. In his Democracy 
and Education Dewey proposed that each individual is seaunique as to 
be thought of as a class by himself. Y et, while the educational psychol- 
ogy of his day enabled him to see a greater variety of individual 
differences than Hato did, Dewey still insisted that the only way to 
develop individual differences was in a social matrix. 

In writing his Democracy and Education Dewey was not writing a 
utopia, as probably Plato was. He realized that democratic education 
such as he had in mind is not initiated by deliberate effort and planning. 
It is rather the secondary outgrowth of a society already made inter- 
dependent by pathways that manufacture, commerce, transportation, 
and communication in an age of science have already worn down. 
The practical bearing of this insist was attested and illustrated by 
twentieth-century legislation to equalize educational opportunity. 
To mention one instance, the physical plants of industry have tended 
to become concentrated in urban areas while commerce in its products 
has extended far beyond urban political boundaries. Hence many 
states have recognized the need for legislation that taxes industry 
where it is located and distributes revenues in more remote and usually 
poorer areas that support it but cannot tax it. 

The wider sharing of educational opportunities in America in the 
twentieth century was also evident at other points. Compulsory 
attendance was extended to include two or more years beyond the 
elementary school. That this became possible was due in part to the 
phenomenal growth of public secondary education. The unprece- 
dented popularity of the secondary school was due partly to its being 
the upward extension of the elementary school, that is, to its being a 
democratic rather than an aristocratic secondary school. But it was 
also due partly to the fact that modem industry and agriculture made 
such extensive use of science in the production and distribution of 
their goods. The new and intricate pathways blazed both in and out- 
side these economic processes required a more extensive, a more 
democratic sharing of cultural resources than ever before. These 
same forces were felt, too, at the level of higher education, where the 
college also enjoyed unprecedented enrollments in the twentieth cen- 
tury. With the increase in the numbers attending schools came an 
inevitable increase in the variety of interests represented there. 
These led to a still further democratization of the curricula at all 
levels by greatly increasing the variety of offerings. 
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BEDIRECnON AND REAFFIRMATION OF DEMOCRACY IN EDUCATION 

The depression of 1929 brought a rude shock to the easy optimism 
of expanding opportunities that had characterized the twentieth cen- 
tury and that had only temporarily been interrupted bs' the First 
World War. School programs were pared to bare essentials and in 
many cases discontinued altogether. The school careers of hosts of 
children were cut short or permanently stunted. The depression was 
so severe and prolonged that a number of people began to wonder 
whether there might be something wrong with the fundamental 
structure of American society. 

As a matter of fact, before both the depression and the war, .signs 
of changing circumstances had already been warning those alert 
enough to see. The easy educational opportunities conditioned by 
free land had culminated with the formal closing of the frontier in the 
last decade of the nineteenth century. A long period of dispersal of 
wealth was followed by one of concentration of wealth. As industrial 
capitalism moved toward larger and larger combine.^ class lines sharp- 
ened. The public school system expanded, but so did the number 
and clientele of private schools for the u))I>(t and the upper middle 
classes. While perhaps the frontier was shifting from the land to 
industry, commerce, and science, neverlhcloss opportunities for the 
display of energy and ingenuity were slowly becoming more dillicult of 
access. 

The depression was a sharp aggravation of these symptoms. There 
were a number in educational circles who became! convinced that the 
social system reepurea' overhauling. The vigorous manner in which 
the totalitarian systems of communism and lascism wore combating 
adverse economic condilioiis made them tl'.e object of considerable 
study. The conviction gripped many in this country that our democ- 
racy could not succeed unles-s it .adoptetl .some form of collectivism. 
This was the theme of the Report of the Commission on the Social 
Studies and the new educational magazine The Social Frontier. 
Although books appeared setting forth the educational implications 
of communism and fascism,* they gained only the most precarious 
hold on American educational thought. 

By the outbreak of the Second World War, the upshot of a welter 
of opinion and discussion was a rcaflirniatioii of confidence in demo- 
cratic education. But it was a different democracy from that of the 

‘ For example, A. Pinkeviteh, The New Education in the Soviet Republic, The 
John Day Company, New Yprk, 1929, G. Gentile, op. HI., and L. Dennis, The Com- 
ing American Fascism, Chap. 17, Harper & Brothers, New York, 1936. 
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progressive era in politics and education. At that time and down to 
the depression, democracy and education had been preoccupied with 
freedom for the individual, as had Woodrow Wilson in his The New 
Freedom. From the depression onward, there was a 'new social 
emphasis in democratic and progressive education. Doubtless the 
New Deal, with its inherent collectivism and nationalism, had much 
to do with this change. Yet the individual was not supplanted by the 
social emphasis in education. Rather were the two emphases coordi- 
nated in the conclusion that the individual’s best opportunity for self- 
fulfillment lay in a social rather than in a narrowly individualistic 
context.* 

* For a restatement of the democratic viewpoint in education during th is period, 
see National Education As.sociation, Educational Policies Commission, The Pur- 
poses of Education in American Democracy, Washington, D.C'„ 1038. 



CHAPTER III 

NATIONALISM AND EDUCATION 

It is perhaps too easy to think of nationalism as a persistent prob- 
lem of education because of the recurrent international wars to which 
it seems to lead. As a matter of fact, nationalism is no less persistent 
a problem of education if one confines himself simply to a nation’s 
internal affairs. In every country where a sense of nationalism has been 
cultivated, it has released enormous human energies for the solution of 
purely domestic problems. It is only occasionally that these expand- 
ing energies have collided externally with each other and led to inter- 
national rivalry and conflict. 

But whether nationalism be viewed internally or externally, its 
incidence on education is the same. It persistently creates problems 
for the schoolman with reference to the curriculum and educational 
administration. The curriculum problem is probably the more 
familiar. Should conventional curriculum materials like history, geog- 
raphy, and literature be taught to cultivate a sense of loyalty to 
national institutions? Should special patriotic materials like the hand 
salute to the flag also be included? If so, how can one guard against 
a chauvinistic, or jingoistic, nationalism? Furthermore, should the 
national government promote this patriotic type of education? Per- 
haps most important of all, should the national goveriunent extend its 
administration and supervision to general and vocational phases of 
education as well as patriotic ones? 

In proceeding to study the historical record of these problems, it 
may be well to note a distinction between nationalism and patriotism. 
Patriotism is much the older concept and probably has existed almost 
from time immemorial. Originally referring to ties of blood through 
a common ancestor, patriotism has come to refer to love for the land 
of one’s fathers and hence the land where one was himself bom. The 
geographical area thus referred to has customarily been quite specific 
and circumscribed. Nationalism is a term that has come into promi- 
nence since the Renaissance and particularly since the French Revolu- 
tion. It ordinarily indicates a wider scope of loyalty than patriotism. 
In addition to ties of place, nationalism is evidenced by such various 
other ties as race, language, history, culture, and tradition. 
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PATRIOTIC EDUCATION 

In classical times education was definitely patriotic. Greek boys 
were taught loyalty to the city-state. But the loyalty «o cultivated 
was to Athens or Sparta rather than to Greece as a whole. No doubt 
the fact that Greek education was patriotic rather than nationalistic 
was a contributory factor in the inability of the city-states to unite in 
opposition to the successful aggressions of Philip of Macedon. Roman 
education, too, was patriotic rather than nationalistic. It taught 
loyalty to the city of the seven hills, not to the Empire, nor to the 
Latin-speaking peoples. Although among the subject provincials of 
the empire there was a common affection for Roman law and the Pax 
Romana, this loyalty was, nevertheless, always supplementary to 
provincial patriotism. 

Patriotic education was carried on in various forms. Naturally 
much was made in both Greek and Roman cities of local heroes and 
divinities. Both the oral and the written record of their deeds was 
employed to develop pride in one’s locality. Perhaps even more 
effective was the patriotic education incidental to military training in 
the camps and in the line of duty. At the completion of his training 
the youth usually took a solemn oath to support the state. Even 
religious sanctions were attached to patriotic education, for youth were 
generally taught that cowardice in the service of the state was not only 
dishonorable but impious. 

The Jews, too, during Biblical times trained their youth in habits 
of patriotism. But it is also among the Jews that one sees an early 
example of transition from patriotic to nationalistic education. 
Enjoying political independence for only brief periods and being a 
subject people throughout most of their history, the Jews were con- 
stantly in danger of losing their identity as a separate people. They 
escaped this fate, however, by employing education to bind them 
together even when, as in periods of captivity away from the home 
land, they had no place to call their own. When the ties of patriotism 
might have failed, they still inculcated the ties of a common race, a 
common language, and above all a common religion. 

It is interesting that the greatest threat the Jews experienced to 
their patriotic-nationalistic education was also the most subtle. In 
the Book of the Maccabees it is recorded that the Jews were granted 
permission “to do after the ordinances of the Gentiles” and how "they 
built a gymnasium in Jerusalem, according to the laws of the Gentiles.” 
The Gentiles referred to here were probably Greeks, and the gymna- 
sium was almost surely a Greek gymnasium. Now Greek culture was 



64 


A HISTORY OF THE PROBLEMS OF EDUCATION 


BO tolerant and so cosmopolitan that the Jews slipped easily into a 
process of Hellenization. The Book of Proverbs, including as it does 
so much of Greek wisdom, is a notable result of such Hellenic accul- 
turation. Yet when the rulers tried to accelerate this process of 
Hellenization by the use of force, the Maccabees revolted. In revolt, 
Jewish nationalism enjoyed such a spirited revival that Hellenic or 
cosmopolitan influences in their education practically disappeared. ^ 

Education during the Renaissance was also marked by patriotic 
sentiment and incipient nationalism. Part of the inspiration of the 
Italian scholar Petrarch (1304^1374) in reviving the study of classical 
tongues was owing to his desire to restore the magnificence of Roman 
culture. It was glowing pride in the achievements of the Romans of 
the Augustan age that spurred this great Italian Humanist on to try 
to recapture through education the thoughts and deeds of that golden 
age. But Petrarch was not content that education should reclaim 
those past glories. He also preached their renewal and idealization. 

It should be obscn’cd that the patriotism, possibly nationalism, 
which Petrarch had in mind could not be the inspiration of very many 
in the population. Depending, as it did, on a study of Greek and 
Latin, it was a distinctly upper-clas.s affair, for only the upper classes 
had the opportunity for such an educaticjti. There was, however, 
nothing extraordinary in this situation. 'I'he vinas of nationalism was 
generally felt in the upper classes of European society before it spread 
to the masses at the end of the <-ighteenth century. Thus the great 
English public schools like Eton, Harrow, and Westminister for long 
previously had instilled pride of country and a sense of national destiny 
in the sons of English gentlemen in spitii of the fact that their curricula 
were too encumbered with Latin and llreek to teach these loyalties 
specifically. What the ci irriculum lacked, t rad it ional class rule supplied. 

cosMOPOUTAN i;Di:r;A noN 

It was in these same upper clas.scs, too, that nationalism fell to its 
lowest ebb in the eighteenth centiiiy. It was they who, by virtue of 
their superior education, cultivated the rationalism of their day. 
Under the scrutiny of reason nationalism and patriotism were seen to 
be undesirable social conventions. “Love of country is at best but 
an heroic vice,” the German dramatist Lessing wrote. And the 
Englishman Thomas Paine prwJaimed, “The world is my country.” 
It was the Frenchman Rousseau w'ho gave educational expression to 
this cosmopolitanism. lie propo.sed mankind as the proper yardstick 

1 Boyd, W., History of Western Education, pp. 58-59, 63, A. C. Black, Ltd.. 
London, 1921. 
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of education in place of citizenship as embodied in the national states 
of his day. 

This cosmopolitan ideal of education also had its advocates in 
America. There the American Philosophical Society o^ered a prize 
for the best essay on a proposed ^stem of education adapted to the 
newly born Federal republic. Samuel Smithj the runner-up in this 
contest, recommended an educational system predicated on virtues so 
enduring as to be “unconnectwl with any particular time, person, or 
place” and hence one “superior to the ardent feelings of patriotism.”* 

HOMANTIC NArrONALI.SM IN EDUCATION 

Surprisingly enough, these casmopolitan fulminations were only the 
overture to a deluge of nationalism. In 17S!) the French Revolution 
rudely broke in on the urbane upper-class world of cosmopolitanism. 
The deposing and beheading of the king frightened the other monarchs 
of Europe. A coalition of national armies was sent against the revo- 
lutionaries to prevent the spread of their disturbing and unorthodox 
notions about the rights of man. The masses of the French ptmple, 
however, having once looked down the vista of human rights, raised 
a people’s army to keep the vista unobstructed. It was the first 
instance in European history of a whole people going to war. Up to 
this time armies had been relatively .small professional organizations. 
It was also the first lime a Avholc people hiul been inspired with 
patriotic fervor. For the first time class nationalism gave way to a 
nationalism of the masses. This new nationalism was symbolized by 
yet other new precedents, a national flag and a national anthem. 

The great wave of pat riotic and national feeling that surged through 
the mas.ses was only one important instance of a much wider move- 
ment, romanticism, that wa.s beginning to .sw^eep over Europe at this 
time. Romanticism was almost the opposite of rationalism. Ration- 
alism emphasized reason; romanticism emphasized feeling. Reason 
may have been a sharp-edged tool to point up the inadequacy of the 
anden rCgimc, but feelings had to be aroused to carry out the needed 
reforms. Ind(;ed, the great Geiinan philosopher and patriot Fichte 
was ready to say that will rather than reason was the basic reality. 
As emphasis shifte<l from reason to emotion and will, so there was a 
corresponding shift from the interests of the upper classes to those of 
the common people. If rationalism cultivated the interests of the 
cUte, romanticism extolled those of the common man, his folkways, 
legends, music, and language. 

' Quoted in A. O. Hansen, Liberalum and American Education in the Eighteenth 
Century, p. 145, The Macmillan Company, New York, 1926. 
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In order to attach the people more securely to their newly won 
liberties, it was necessary to incorporate this new romantic nation- 
alism into the curriculum. Since the best expression of the national 
will was to be found in the legends and folkways of the common people, 
literature and history were raised to a new position of prominence in 
the curriculum of the nineteenth century. The patriotic possibilities 
of geography were also recognized. But language was perhaps most 
important. Nothing reveals this better than the Revolutionary 
dffloan^hat all French children be required to learn the same mother 
tonguft/ Not only did this bind Frenchmen together by a new tie, but 
it alsaremoved provincial impediments from the channels of commu- 
nication that were so necessary to keep open for the free expression 
of politjt^ opiuMn in a republic. 

But as if tms were not enough, the French of the Revolutionary 
period made ipe teaching of “republican ethics” a required subject 
along with the three R's. Having promulgated the dogmas of popular 
BOvereigni^ dnd self-determination, the revolutionaries saw that these 
dogmas wq^d be ineiTective unless the people were educated to take 
advantage of them. In spite of the free expression of national will, 
which flowed from the reservoirs of national folk tune and folklore, 
the revolutionaries were taking no chances. They indoctrinated the 
next generation with what a century later would have been called 
republican propaganda. 

In the United States, which contributed the only other revolu- 
tionary democratic government contemporaneous with the French 
Revolution, the introduction of nauonalism into the schools was a bit 
delayed. At first, in spite of their forcible separation from Britain, 
the former colonists contmued to use English texts in their schools. 
Not till the nineteenth century did Noah Webster (1756-1843) 
succeed in arousing Americans to the need for nationalizing their 
education. To this end he contributed no little himself by intro- 
ducing selections into his readers that were American in theme and 
authorship. Probably his single most powerful nationalistic influence 
was his dictionary of the American language. This he described as a 
"method of education designed for the use of EngUsh schools in 
America.” Evidently he exi)ected to pul his lexicon to the 
nationalistic uses as the French in respect to their national tongue. 

1 “Our national honor,” he declared, “requires us to have a system of 
our own, in language as well as government. . . . Besides this, a 
naHonal language is a band of ruitioTud union 

‘ Hid., p. 243. But note in an aftermath of the First World War the Supreme 
Court held unconstitutional a state statute which mode English obligatory as the 
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Education aa a bond of national union was prominent in the 
thoughts of other American patriots of the day. Samuel Knox, the 
winner of the prize contest of the American Philosophical Society 
already mentioned, thought that national education wa^ the only way 
to unify a population sprung from such diverse European origins. 
Benjamin Rush urged national education not only for social homo- 
geneity but also to produce political homogeneity along republican 
lines as the French had attempted. Again, Noah Webster went so 
far as to decry the American practice of educating boys abroad. He 
would have their political dispositions well settled along republican 
lines in adequate American institutions before sending them traveling. 

The romantic quality of nationalism called not only for new con-i 
tent in the curriculum but also for new methods of instruction. Thisf 
was more clearly perceived in Prussia than anywhere else. Prussian 
nationalism was the aftermath, not of revolution, but of a military 
disaster at the Battle of Jena. In casting about for an explanation, 
Prussian leaders pointed to the helpless subordination of the people 
to authority and their consequent indifference toward the national 
state. The remedy was to make the national state as much a concern 
of the people as of the dynasty. But this could be done only by 
raising people from the passive lethargy of subjection to the great 
landowners up to the level of independent citizens of the state acting 
of their own free will,* 

Happily, the method of instruction that would develop such free 
individuals already lay at hand. Its unique feature, which its author 
Pcstalozzi (1746-1827) had already been advocating for some time, 
was to give children an opportunity for the spontaneous expression of 
their natural powers. Instead of forcing knowledge upon children 
from without and under compulsion, the new method sought to awaken 
dormant capacities and stimulate their exercise.* This was to be the 
method in judgment and reasoning as well as in sense and perception. 
The nationalistic potentialities of this method were particularly appre- 
ciated by the German philosopher Fichte (1762-1814), who more thanl 
any other single man stirred up the sentiment of nationalism in Prussia! 
His philosophy of will and Pestalozzi’s emphasis on self-expression went 


language of instruction in all schools, Meyer v. State of Nebraaka, 262 U.S. 390 
(1023). For a more general consideration of Webster’s educational activities, see 
H. It. Warfel, NoMi Wdnter: Schovlmaater to America, The Macmillan Company, 
New York, 1036. 

' Paulsen, F., German Education Poet and Present, pp. 233-230, Charles 
Scribner’s Sons, New York, 1008. 

* For a fuller account of this method, see infra, pp. 21fi-217. 
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hand in hand. Both fitted the romantic pattern. Both were the 
ready tools for conveying national feeling. 

NATIONALISM, DEMOCIIACY, AND EDUCATION 

/ From the foregoing it becomes increasingly evident that nation- 
/alistic education not only aimed at the cultivation of patriotic feelings 
but also embodied a particular conception of the common man. 
Nationalism was invoked to release his feelings, to be sure, but the 
release also resulted in his enlargement as a peraon. Identifying him 
with a tradition and ideals whose historical and geographical scope 
were so much more inclusive — and hence loss selfish — ^than his own 
previous provincial outlook was bound to enlarge and enrich his per- 
sonality. So, too, encouragement to express his undeveloped powers 
could hardly escape developing the common man’s independence, 
initiative, and self-reliance. Moreover, he was learning what could 
be done with these newly released powers when coordinated and 
organized on a national scale. 

Wliat the heady wine of nationalism was doing in America is well 
described by no less a person than the I^nglisliman Adam Smith. 
“The persons who now govern the n*solutions of what they call their 
continental congress, feel in themselves at ihis moment a degree of 
importance which, perhaps, the greatest subjects in Furope scarce feel. 
From shopkeepers, tradesmen, and attomics, they are become states- 
men and legislators, and are employed in contriving a new form of 
government for an extensive empire, w'hich, they flatter themselves, 
will become, and which, indeed, seems very like to become one of the 
greatest and most formidable that ever was in the world. Such 
stirrings as these could only bo the prelude to the demand for edu- 
cational opportunities commensurate with the opportunities and 
responsibilities indicated. 

Obviously, a nationalism so concerned with the education of the 
common variety of people could hanlly escape having definite demo- 
cratic implications. Certainly Fichte did not miss this point. In fact, 
he went further and showed annoyance at Pestalozzi’s phrase the 
“education of the common people.” Truly national education, Fichte', 
declared, should liberate the moral, intellectual, and physical potenti-' 
alities of all men just because they are human beings. It is well to. 
remember this early afTinity of nationalism and democracy, for a later 
day was to cloud their relation. 

Indeed, reduced to democratic terras, nationalism had some resem-\ 
blance to cosmopolitan education. Both sought the liberation of\ 

> Smith, A., The Weaith of Nations, vol. 2, p. 234, W. Strahan, London, 1778. 
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hum^ capacities. But the two diverged on where to place the 
responsibility for carrjdng out the program. The great shortcoming 
of the cosmopolitan ideal lay right here. Outside the private efforts 
of people of enlightened inclinations, there was no agency to g^ve it 
effect. It was this lack which nationalism fulfilled. Cosmopolitanism 
feared that contemporary princes would educate their subjects for the 
selfish ends of the former. Yet, gain that it might be for freedom, to 
leave education to nature or to private initiative under the policies of 
laissez faire would not extensively promote the cosmopolitan ideal 
either. Even the reputedly antisocial llousseau seemed to realize this. 
Confronted with a concrete problem when asked to recommend a sys- 
tem of education for Poland, he flatly urged a national one.‘ 

RELATION OF THE INDIVIDUAL TO THE NATIONAL STATE 

The practical problem historically was not so much whether the 
national state should provide eduealioii as what should be the relation 
between the individual and the state. Initially, the major concern 
was with the individual. The individual was the end and the nation- 
state the means. The point was eloquently stated by the French 
phUosopher Condorcet (1743-1794) at the end of the eighteenth cen- 
tury. “To offer to all individuals of the human race,” he wrote in a 
famous essay, “the means of providing for their needs, of assuring 
their welfare, of knowing and exercising their rights, of understanding 
and fulfilling their obligations. 

“To assure each one the facility of perfecting his skill, of render- 
ing himself capable of the social functions to which he has the right 
to be called, of developing to the fullest extent those talents withv. 
which nature has endowed him; and thereby to establish among all 
citizens an actual equality, thus rendering real the political eciuality 
recognized by the law. 

“This should be the first aim of any national education; and from > 
such a point of view, this education is for the government an obligation 
of justice.’’^ 

This subordination of the nation to the individual undeiwent a 
subtle transformation at the beginning of the nineteenth century in 
Prussia. In urging a nationalistic education in his famous addresses 
to the German people, it is noteworthy that the patriot-philosopher 
Fichte did not break completely with his earlier commitments to cos- 

*Boyd, W., The Minor Educational Writings of Jean Jacques Rousseau, pp. 
141-149, Blackie & Son, Ltd., (Jlasgow, 1911. 

‘ LaFontainbrie, F., French Ijiberaltsm and Education in the Eighteenth Cen- 
tury, pp. 323, McGraw-HiU Book Company, Ine., New York, 1932. 
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mopolitanism. The ideal of an education that liberated human capac- 
ities seemed as valid to him after the Napoleonic defeat of Prussia 
as before. What it needed, in addition, was implementation by the 
national state. 

But when Fichte, and Hegel (1770-1831) after him, stated that the 
'main function of the national state was educational, they meant some- 
thing more than Condorcet probably had. They meant that the indi- 
vidual could liberate his potentialities only by enlisting them in the 
service of the nation. In the nationalistic rivalries of the day, both 
military defense and international competition in trade demanded that 
the individual subordinate himself to the superior interests of the 
nation-state. Yet disciplinary as this aim was, the aim of forming 
man as man still persisted very strongly. Thus side by side were advo- 
cated an education that subordinated the individual to the nation and 
an education that claimed to employ the nation-state to liberate the 
potentialities of the individual. 

If this seemed a contradiction in terms, the eontradiction was 
-apparent only. The terms were reconciled in the, organic theory of 
the nation-state. The state, according to Hegelian philosophy, was a 
manifestation of objective reason. The private individual by himself 
was irrational, an egotistic creature of appetite. The individual’s best 
hope for optimum development, therefore, lay in his voluntarily sub- 
mitting himself to the educative discipline of the institutions and laws 
of the national state. Only thus could he hope to become truly 
rational. 

Clever balance as Hegel struck between the eilucation of man as 
man and man as citizen of a national state, the balance was an unstable 
one. As long as romanticism, liberalism, and humanitarianism con- 
tinued to hold sway in the first half of the nincloenth century, nation- 
alism was held in reasonable subjection to the ideal of education as 
personal development. But when the liberal democratic revolutions 
of the mid-century in Prussia, France, and elsewhere proved abortive, 
conservative governments repressed liberal nationalism on Continental 
Europe. Especially were teacher-training institutions singled out as 
centers where the movement should be repressed. Sharpened military 
rivalries for European hegemony soon distorted nationalism to nar- 
rower ends. Consequently, a more chauvinistic nationalism arose. 
Its chief end was to maintain national integrity, especially military, 
territorial, and racial integrity. To achieve this end both aggressive 
nations like Prussia in the 1860's and defeated ones like France after 
1870 found it advantageous to cultivate a collective egotism among 
their citisens. 
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The educational result was that the nation-state began to gain a 
definite ascendancy over the individual. It became the predominant 
end of education, and the individual was relegated more and more to 
the role of means. Thus the nationalism that began at the time of 
the French Revolution as a democratic movement to liberate indi- 
vidual potentialities ended in the last half of the nineteenth century 
as a movement to aid and abet nationalistic rivalries that could be 
arbitrated only by war. Between the First and the Second World 
War in the twentieth century it got out of hand in Germany and Italy. 
National Socialism in Germany and Fascism in Italy produced a totali- 
tarian form of nationalistic education in which echoed overtones off 
Hegel’s organic philosophy of the state.* Through totalitarian nation-/ 
alism the state swelled to such monistic proportions as to be identical 1 
with society itself. As there was no society but the national state, so ^ 
there was no education but that of the citizen. The education of the 
individual was so occupied with service to the nation-state that he no ' 
longer had any individuality to be cultivated on its own account. 

The effect that chauvinistic nationalism had on the curriculum in 
the nineteenth and twentieth centuries can easily be imagined. The 
curriculum was a Procrustean bed where the individual was propor- 
tioned to national requirements. The romantic feelings formerly 
stirred by reading literature in order to awaken the dormant abilities 
of the common man w'ore later diverted to promote nationalistic 
ambitions. The historical record was distorted so as to put a highly 
favorable aspect on the victories and defeats of the child’s own country. 
Even geography had its jingoistic uses, as witness the German school- 
boy who described his homeland as bounded by enemies. In the 
totalitarian period, when the Second World War was already a fore- 
gone conclusion in Germany, the Nazis put education in health, 
physical vigor, and race purity definitely ahead of intellectual studies. 

NATIONAL EDUCATIONAL OBQANIZATION IN EUROPE 

NationaUsm, both liberal and chauvinistic, also definitely left its | 
mark on educational organization.* In the feudal period prior to the 1 
growth of modem nationalism political administration was highly 
decentralized. Tlie gradual emergence of the kingship and its ultimate 
supremacy over the nobility led to centralization of administration on 
national lines. Following the French Revolution, when Europe 
became ripe for the nationalistic education of the masses, educational 

* Gbktilb, G., The Reform of Education, Harcourt, Brace and Company, 
New York, 1922. 

' For a fuller account of this topic, see pp. 40-41, 123-124. 
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administration naturally followed national lines in a country like 
France. Napoleon thus gave a permanent national turn to French 
education w'hen he organized all levels of instruction from the primary 
to the university into the University de France. While this national 
organization was subdivided into academies for local administration, 
control was closely held at the top or center of the system. The 
finger-tip control that this afforded over the curriculum and methods 
of instruction was preferred, surprisingly enough, by both chauvinistic 
and more liberal nationalist regimes. It was acceptable to both 
Napoleon III, who used it to restrict academic freedom and promote 
a dubiously risky foreign policy, and to the Third Republic, which 
was more interested in realizing the ideals of the Revolution. 

While France may be taken as typical of Continental Europe, where 
legal forms tend to follow the old Roman law, a somewhat different 
pattern of national educational administration evolved in England. 
There, too, the kingship had emerged triumphant over the nobility and 
had become the symbol of nationalism. Hut no need was felt for 
schools to join in a release of romantic nationalism such as had occurred 
on the Continent either in France or in Prussia. Tlie national state 
stood aloof from educational enterprises. For the first quarter of the 
nineteenth century it adopted a laiasez-faire attitude. Between 1832 
and 1 884, however, the accumulating pressure of the Industrial Revo- 
lution forced a series of reform acts that virtually enfrancliised the 
common man in England. But even so the nation was brought but 
slowly to serve his educational needs. At first the national state 
merely subsidized existing private agencies. Later it exercised a cen- 
tralized supervision of this bounty through a “payment by rasults” 
policy. This policy produced national uniforiuily but was found 
correspondingly narrow and inflexible. It failed to serve individual 
:and local needs. In 1870, therefore, the English passed a national 
I education act that recognized the important place of local educatiori ' 
: authorities in a national system of education. Since then the support " 
and control of education has been slowdy worked out into a delicate bal- 
ance between these two authorities. The check each has exerted on 
the other has gone a long way toward keeping the nation subordinated 
to the educational needs of its citizens and toward saving Englishmen 
from sacrifice on the altar of a narrow chauvinistic nationalism. 

The Industrial Revolution was a contributor to the nationalistic 
trend in education in other ways than the political just noted in 
England. As Revolutionary France perceived the educational impor- 
tance of a common language as a vehicle of nationalism, so the Indus- 
trial Revolution in England enormously increased the area reached 
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by it. Hailroads, steamships, power-driven presses, the telegraph 
in the tuneteenth century and radio in the twentieth brought people 
together in a sense of proximity and unity never known before. But 
improvement in transportation and communication also iSd to imperi- 
alism and sharpened competition between industrial nations for world 
markets. Countries like Germany and the United States, which were 
handicapped by becoming industrialized later than England, turned 
to national subsidies for trade education as one means of closing the 
competitive gap. England resorted to national trade education, too, 
when she began to feel that her competitors were catching up with her. 

THE FEDEHAI, GOVERNMENT AND EDUCATION IN THE UNITED STATES 

\ In the United States the growth of national educational organi- 
zation has been very halting. The first national gesture toward edu- 
cation was in the Ordinance of 1787 establishing the government of 
the Northwest Territory. This act, opening up the national domain 
for settlers, provided that “Religion, morality, and knowledge being 
necessary to good government and the happiness of mankind, schools 
and the means of education shall be forever encouraged.” Favorable 
as this statement is, it was not an unambiguous declaration of national 
interest in education. Rather it seems that this clause was inserted 
into the ordinance as a means of attracting settlers from New England, 
where there ivas an already strong school tradition. It was a kind of 
sales promotion rather than a commitment on national policy. 

The adoption of the Federal Constitution two years later revealed 
that the nation was still unprepared to make a positive commitment 
on education. In fact, the Constitution was most eloquent by its 
silence on education. This omission, which has so profoundly influ- 
enced the subsc(iuent course of American education, can be accounted 
for in several ways. For one thing, precedents were wanting. In 
1789 there was practically no European .state with a national system 
of schools. To be sure, Prussia had a national school system, but this 
was stUl largely a collaboration of the Prussian state with the Lutheran 
Church. Furthermore, among the fourteen new American state con- 
stitutions adopted between 1 776 and 1800 and the two colonial charters , 
carried over into the national period, only five mentioned education. > 
In most of these states education was and had long been undertaken ! 
privately or by the churches. Indeed, most of the founding fathers 
had been educated under such auspices, and perhaps this experience 
limited their vision. 

Whatever the cause for the omission of specific mention of edu- 
cation in the Constitution, certain it is that it was not omitted from 
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the deliberations of the Constitutional Convention. The delegates 
who raised the matter there apparently pressed it no further because 
they were satisfied that the Constitution, as finally drafted, contained 
an implied grant of power sufficient to cover educational purposes. 
Yet after the Constitution was adopted, there was still much doubt 
on this point in some quarters. For most people these doubts were 
dispersed by the addition of the Tenth Amendment, which reserved 
to the states such powers as were not delegated to the Federal govern- 
ment. It was generally agreed that education was included in this 
reservation to the states. 

As a result, the first half century and more of our national existence 
showed little or no inclination of the national government to participate 
in education. First, Washington’s proposal for a national university 
lapsed, among other things because the Constitution seemed probably 
to forbid it. Second, the educational policy of the Ordinance of 
1787 was continued. As each new territory was admitted to state- 
hood, it was required to set aside a certain amount of its domain as an 
endowment for education. But as already seen, this was not a posi- 
tive declaration of national policy on education. Third, the Surplus 
Revenue Act of 1837 returned Federal monies to the states with a 
recommendation that they be devoted to educational ends. But the 
recommendation was not binding; many states spent the funds for 
other purposes. The country still lacked a national educational policy. 
School readers, following Webster’s lead, had become nationalized; the 
people were patriotic; yet the national government held aloof from 
education. 

'' Lincoln’s presidency inaugurated a brief interlude in this policy of 
\ aloofness. Early in his administration, Lincoln signed the first Morrill 
/ Act, which set aside public lands for the support of colleges of agri- 
culture and mechanical arts, the so-called "land-grant colleges.” 
Interestingly enough, Lincoln did not entertain the constitutional 
' scruples that had prevented his predecessor in office from signing 
the bill. 

The interlude from aloofness was extended by the Civil War. As a 
war to test the unity of nationhood, this had at least two nationalistic 
educational repercussions. In 1867 provision was made by Congress 
for the first and only national secretary of education the country has 
ever had. Although the nation’s preeminent authority on public edu- 
cation, Henry Barnard, was appointed to the post, this national 
venture in education did not prove very successful. Its scope was too 
limited for a man of Barnard’s large capacities. In a few years the 
secretaryship was demoted to a subordinate bureau in the Department 
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of the Interior. The second repercussion of the Civil War vas the 
Hoar bill. With nationhood preserved on the field of battle, this bill 
attempted to resuscitate the financial strength of the South through 
national subsidies so that its educational activities could*be revived. 
The bill failed of enactment, but it is interesting to note that this 
attempt to take a national view of education did not fail because of 
party or sectional lines in the voting. 

Between the Civil War and the First World War, the Federal 
government continued its policy of limited national commitments in 
education. Principally, it continued the Federal Bureau of Education 
as a research and statistical agency. The United States commissioner 
of education at the head of this bureau, however, had no authority to 
exercise leadership in the formation of large-scale national educational 
policies. National financial commitments continued to be limited to 
specialized forms of education. In the 1890’s a second Morrill Act 
was passed, and in 1917 the Smith-Hughes Act inaugurated a similar 
subsidy for trade education at the secondary level. 

While the national government was lending but a limited and 
restrained direction to the education of its youth, subtle forces in this i 
period were inevitably nationalizing education. Literature, history, 
and geography were being turned to national ends under state if not 
national leadership. Teachers gained a national orientation through 
the National Education Association, which was formed and matured 
in this period. Graduate schools of education like Teachers College, 
Columbia University, exercised a national leadership by virtue of their 
national clientele. Supplementing these forces were educational peri- 
odicals, which reached a wide professional audience and provided a < 
national clearinghouse for educational opinion and research. 

Shifting the empliasis slightly, Carlton Hayes, student of national- 
ism, has gone so far as to claim, “ To assure national unity between West 
and East and to guard national customs and ideals against foreign 
contamination, these, rather than mere a priori reasoning about polit- 
ical democracy, were the effective, if somewhat unconscious, motives 
for the building of the American system of national education. The 
system was definitely fashioned by the generation which participated 
in the nationalist War for the Union and its later minor amendment 
has been conditioned less by the New Freedom than by the New 
Nationalism.”^ 

The army draft statistics of the First World War momentarily 
shocked the American public. The percentage of illiteracy and physi- 

‘ HayiiB) C. J. H I E98ay9 on NiUionalismj p. 86, The Maomillaii Compa&y, 
New York, 1837. 
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cal unfitness made Americans seriously question how far education 
could be the object of limited national endeavor and the result of the 
drift of chance. As soon as the war was over, proposals originated in 
Congress for a secretary of education in the president’s cabinet and a 
large subsidy to wipe out the national menace of illiteracy and physical 
unfitness. Of several bills none ever reached a vote. The national 
crisis of war had passed successfully — almost with one arm of the 
nation tied behind its back.*^ The people could no longer be aroused 
to the gravity of the situation. 

Besides, there were not a few who opposed the bills on historical 
grounds. The bills were drawn so that the nation with its greater 
resources and vision might be put at the services of the youth of the 
nation. The nation was to be the means of equalizing educational 
opportunity; the individual was to be the end. However much this 
might be the worthy intent, the opposition feared that the (‘.entrali- 
zation, the nationalization, of educational administration offered too 


tempting an opportunity to subvert the whole process. In unscru- 
pulous hands the individual’s education could be subordinated to 


national ends as had occvirred in Pmussia and to a large extent in 
France. In spite of revisions to guard against this possibility, the 
fear lingered. 


Another national educational crisis occurred with the depression 
of 1929. Many states could not raise sufficient taxes to keep a large 
number of their schools open, let alone extend their facilities. With 


schools closed or their offerings curtailed and with indu.stry unpre- 
pared to receive them, youth had nowhere to go. In this crisis the 
national govfirnraent chose to aid youth directly insofar as taking up 
the slack of unemployment through further education was concerned. 


Instead of trying to reach youth through the existing public school 
facilities, the h ederal government itself set up two important agencies 
with educational functions, the Civilian Conservation Clorps and the 
National Youth Administration, or the C.C.C. and N.Y.A., as they 
were more familiarly known. Aided by ample Federal subsidies the 
activities of these two agencies rapidly expanded till in some respects 
they presented almost a parallel system of education to the regularly 
constituted public school system. This situation, naturally, was not 
long in generating alarm among public school men, which finally was 
voiced by the National Education Association through its Educational 


‘ For B complete account of the nationalistic uses to which American schools 
were put during the First World War, see L. P. Todd, WarliTne Relations of the 
Federal Goeemment and the Public tiehooU, Teachers College, Columbia University 
New York, 1945. ‘ ' 
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Policies Conunission.' During the Second World War Congress gave 
heed to this growing opposition and withdrew its subsidies from these 
organizations, thus causing them to wind up their affairs^ Although 
the idea of a separate system of national schools — whatever its name 
might be — ^had been subject to severe criticism, it had at least demon- 
strated the need for exploring new opportunities in secondary educa- 
tion, especially in the field of the educational value of work experience, 
and had revealed how the nation’s educational facilities could be 
expanded if only help from the Federal government were properly 
safeguarded. 

While the national government was hesitating to come to the direct ‘ 
financial aid of the public schools, a committee of nationally eminent ; 
persons was appointed to advise the president as to a proper policy 
on Federal relations to public education.* Tliis committee recom- 
mended a national subsidy for education, but it came to nought. A 
provision for subsidizing parochial schools was the chief stumbling 
block. Inclusion of this provision would have alienated the support 
of many advocates of public schools. In 1943 yet another bill for a 
national subsidy to education reached the floor of the Senate, where it 
failed of a majority. This time the stumbling block was a provision 
for equal subsidies to both Negro and white schools in the South. 
Southern congressmen refused to vote for the bill in this form, and 
northern congressmen refused to vote for it wthout it. 

It is notable that, in the intensified agitation for an increased 
nationalization of education in the twentieth century, the constitu- 
tional objection of the nineteenth century was heard less and less. 
This specter seems to have been laid to rest by decisions of the United 
States Supreme Court on New Deal legislation, legislation that prob- 
ably accelerated the pace of nationalism in this country more rapidly 
than at any previous time in its history. Coincident with this nation- 
alization has come a new and more nationalistic interpretation of the 
Federal Constitution. 

The most probable defense for the constitutionality of education 
has always lain in Article I, section 8, of the Federal Constitution. 
The first paragraph there provides that Congress shall have power to 
lay and collect taxes, pay debts, and provide for the common defense 
“and general welfare.” Does this last phrase include education? 
Down to the nationalist era of the New Deal, the Madisonian inter- 

‘ National Education Association, Educational Policies Commission, The 
C.C.C., the N.Y.A., and the Public SehooU, 1941. 

’ United States National Advisory Committee on Education, Federal Relatione 
to Education, The Committee, Washington, D.C., 1931. 
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pretation of this clause has prevailed. Madison took a narrow view 
of the power granted here. This paragraph, he claimed, was primarily 
a grant of financial power. Therefore, the phrase “general welfare" 
was no added grant of power to Congress. On this reasoning a 
national child-labor act had been declared unconstitutional. Pre- 
sumably a general education act by Congress would have received 
the same disposition. But since the national crisis created by the 
economic depression of 1929 the Hamiltonian interpretation of this 
paragraph has come to prevail in the Supreme Court of the United 
States. Hamilton took the broader more nationalistic view that the 
general-welfare clause was an additional grant of power. Yet, even 
with the constitutional hurdle overcome, the Supreme Court has still 
left open the question whether or not any particular legislation does in 
fact concern the general or national welfare. This question of fact 
has yet to be settled for education.* 

THE CHURCH ANO NATIONALISM IN EDUCATION 

As the secular state was first servant and later more or less master 
of the nationalistic education called forth by the French Revolution, 
SO nationalistic education was from the first largely secular in quality. 
LaChalotais (17dl-1785), writing on national education at the end of 
the eighteenth centuiy, was one of the first to insist that national edu- 
cation be secular. “I do not presume,” he set down, “to exclude eccle- 
siastics but 1 protest against the exclusion of laymen. I dare claim 
for the nation an education which depends only on the state, because 
it belongs essentially to the state; because every state has an inalien- 
able and indefeasible right to instruct its members; because, finally, 
the children of the state ought to be educated by the members of the 
state.”* It was not because LaChalotais was irreligious that he was 
anxious to make this point. It was rather because he had grave doubts 
that a cleric, who had renounced the world, could conduct civic edu- 
cation with the same vital interest a lay citisen could bring to the task. 

The chief opponent of this secular nationalism in education was 
the Catholic Church. As Catholicism had opposed rationalism for its 
too exclusive reliance on reason, so it opposed the romanticism of 
nationalism for going to the other extreme in its emphasis on emotion- 
alism. Nationalism, furthermore, was fractional; it stressed man’s 
accidental loyalties to a particular place, a particular lang;uage, par- 

' Brubxcheb, J. S., “The ConstitutionBlity of a National System of Education 
in the United States," School and Society, 46: 417-423, October, 1937. 

* Quoted in G. CompayrS, Hittory Pedagogy, p. di6, D. C. Heath and Com- 
pany, Boston, 1886. 
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ticular folkways and legends. The danger was that these partial 
truths might become such an absorbing loyalty that they would com- 
pete with loyalty to the universal truths of religion. All this, of course, 
is to say nothing of the advantage secular schools might have over 
those of the Church in being able to dip into the national exchequer 
for their support. 

In Catholic France, the secular and anticlerical party was the 
republican middle class. The royalists, though no less nationalistic, 
were the party kindly disposed toward an important role for ecclesi- 
astics in the new national education. These opposing attitudes 
seesawed in control in the nineteenth century. However, as the 
Third Republic became consolidated, events moved to a climax in 
the law of 1904. This law went a step further than LaChalotais had 
recommended and banned members of Catholic teaching orders from 
instructing in the public schools. Meanwhile, the state managed to 
teach nationalism and secular morals in a course designated as “moral 
and civic instruction” — the lineal descendant of the Revolutionary 
course in "republican ethics and morals.” 

In Protestant countries like Germany and England the Church 
was even less successful in resisting the sectilar pretensions of nation- 
alism. This is not surprising. Protestantism, like nationalism, was 
itself fractional. But, more important, Martin Luther (1483-1546), 
the leader of Protestantism in Germany, had already set a fatal prec- 
edent. After his successful appeal to the secular princes in the six- 
teenth century to support education in Protestant countries, the 
Protestant churches could only with ill grace fail to collaborate with 
the state in the national phase of its development. Indeed, almost 
everywhere in the nineteenth century most Protestant churches backed 
the public school systems of national secular states as if they were 
their own. Germany even went further and organized its public 
elementary schools on a confessional basis. Thus, whether the ele- 
mentary school was Lutheran, Catholic, or Jewish, nationalism and 
religion could be taught side by side. In fact, it was often done in 
such a subtle way that religion was invoked to bless the righteousness 
of nationalistic aspirations. 

It is significant, however, that the Lutherans did resist the extreme 
educational pretensions of National Socialism in Germany from 1933 
onward. The Catholics, as might be expected, joined the Lutherans. 
For the Catholics this was their second bout with an extreme nation- 
alistic control of education in Germany. When Pius IX aimounced 
his opposition to nationalism in his Syllabus of Errors in 1864, the great 
German chancellor Bismarck, for one, took up the challenge. One of 
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his chief nationalistic objectives was to insist that such of the clergy 
as might be school inspectors not only should be German nationals but 
also should have received a thorough education in German educational 
institutions. However, the policy was not administered strictly, and 
the Catholic Church was at least successful in outlasting Bismarck in 
his famous KuUurkampf. 

In America a different situation obtained. Since the days of Noali 
Webster, nationalism had been intensively cultivated as curriculum 
content but only slightly as a form of educational administration. 
Wliat was even more significant, the sentiment of nationalism had 
been eultivated almost altogether independently of Federal educa- 
tional administration, limited as that had been. Rather had private 
and state school systems voluntarily intrcxluccd national and patriotic 
materials into their curricula. Hence nationalism, though ardent and 
at times even jingoistic, never seemed an ominous ingredient of Ameri- 
can education. On the one hand, the growth in stature of a central 
administrative structure had been checked in part by church opposi- 
tion, as noted previously. On the other hand, control of the cur- 
riculum had been left in the hands of local state governments. 

Yet this decentralization was not always a protection of religious 
interests. State laws occ'asionally tried to compel uniformity in 
nationalistic observances in school. The hand salute to the flag was 
a case in point. Some religious sects claimed that this physical 
posture was an offense to their religious beliefs and appealed to the 
Federal Constitution for relief. The Supreme Court of the United 
States thus had to face the question whether national or religious 
interests were paramount in the schools. In 1943 it decided that 
national security did not require the uniform observance of such laws.* 

INTKRNATIOIVA1.1H.M AND EDUCATION 

As two devastating world wars attest, the Church has not been 
appreciably successful in the abatement of chauvinistic nationalism in 
education. When communism was in its international phase in Soviet 
Russia, it appeared for a while as if a new counterweight to nation- 
alistic education had been found. Soviet youth were educated for 
loyalty to an economic class, the working class of all countries. Such 
a loyalty was designed to transcend nationalism, with its loyalty to a 

’ First the court decided that national interests were paramount; sec Minertr 
ville School District^ v. Gohitis (1940), 310 U.S. 586. Subsequently in West Virginia 
State Board of Education v. Barnette (1943), 319 U.S. 624, it reconsidered its earlier 
decision and overruled it. 
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locality having a particular sovereignty and cultural tradition. In 
fact, nationalistic education was condemned as one of the barriers that 
prevented the working classes everywhere from uniting to enforce a 
recognition of their rights. Excepting the economic bias of this view, 
one might almost detect here a new cosmopolitanism in education. 
But valiantly as the Bussians tried to arouse this new loyalty of 
economic class, the Second World War brought about a change of 
policy. Their very existence threatened by German military might, 
the Soviets found it necessary to draw on every resource possible to 
save their institutions. Consequently, Russian education became 
more and more nationalistic in tone in order to profit by the dynamic 
energies nationalism could release. 

A different maneuver to overcome the disadvantages of nation- 
alistic education and yet pre-serve its advantages was the effort to 
form some sort of international organization of education. Though 
nothing effective was accomplished in this direction till after the First 
World War, the idea was not without precedent. The eighteenth- 
century cosmopolitan ideal of education has already been mentioned. 
But Johann Amos Comenius (1592-1G70), the great Moravian panso- 
phist, had already conceived the idea in the century preceding. His 
self-dedication to pansophy and to a pansophic college, which would 
take all knowledge* as its province, was not just in the interests of 
accumulating knowledge for its o%m sake. In addition, Comenius also 
sought the coordination and unification of knowledge as a means of 
advancing human welfare and universal peace. 

Writing with great modernity exactly three centuries before the 
Second World War Comenius declared in 1643, “There is needed in 
this century an immediate remedy for the frenzy which has seized 
many men and is driving them in their madness to their mutual 
destruction. For we witness throughout the world disastrous and 
destructive flames of discords and wars devastating kingdoms and 
peoples with such persistence that all men seem to have conspired for 
their mutual ruin which will end only with the destruction of them- 
selves and the universe. Nothing is, therefore, more necessary for the 
stability of the world, if it is not to perish completely, than some 
universal redcdication of minds. Universal harmony and peace must 
be secured for the whole human race. By peace and harmony, how- 
ever, I mean not that external peace between rulers and peoples among 
themselves, but an internal peace of minds inspired by a system of 

* ‘‘All knowledge ” is the literal translation of “pansophy," which is taken from 
the Greek roots for “all" (irar) and “wisdonj” 
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ideas and feelings. If this could be attained, the human race has a 
possession of great promise.”* 

Comenius’s ideal of undergirding world stability through educa- 
tion far outran the imagination of his day. Indeed, the idea of an 
international commission to compile and disseminate information on 
national systems of education was stiU far in advance of the day of its 
realization when it was put forward in the second decade of the nine- 
teenth century just after the cessation of the Napoleonic Wars.* A 
hundred years later there was agitation for a world educational union; 
in fact, the Netherlands, the seat of international peace efforts at the 
time, was prevailed upon to issue a call for an international conference 
on education. The date set for the conference to convene unfortu- 
nately happened to coincide with the outbreak of the First World War 
in 1914. Flans for an intemationai educational agency, therefore, had 
to stand in abeyance till the conclusion of hostilities. 

At the Versailles Peace Conference the committee that worked on 
the draft of a League of Nations received an urgent plea that an 
Intemationai Bureau of Education be stipulated in the Covenant of 
the League. Nothing immediate, however, came of this plea. Appar- 
ently the nineteenth-century idea of education as an instrument of 
national policy was so entrenched that the framers of the Covenant 
were afraid meddling with it might be taken as an unwarranted inter- 
ference in a member nation’s cultural autonomy. Nothing daunted, 
advocates of this bureau managed to survive their disappointment by 
establishing an Intemationai Bureau of Education on a private basis 
at Geneva. The great demand that soon manifested itself for infor- 
mation from its files on national systems of education quickly justified 
the undertaking. In fact, the governments patronizing it soon took it 
over and made its support and control an intergovernmental project. 

Although the Covenant of the League of Nations made no mention 
of education, the Assembly of the T.ieague at an early meeting made 
some amends for this omission by setting up a Committee on Intel- 
lectual Cooperation. The purpose of this committee was to parallel 
League organs for international political and economic cooperation 
with one for spiritual cooperation in the arts and sciences. As the 
committee was composed of savants from the member nations in the 
different helds of cultural endeavor, intellectual cooperation was 
limited for the most part to the university level of education. The 

‘ Quoted in I. L. Kandel, “John Amos Comeniua, Citizen of the World,” 
School and Society, 66; 404, April, 1942. 

’ Kandbl, I. L., “Intemationai Cooperation in Education: An Early Nineteenth 
Century Aspiration,” Bdueaiicnal Forum, 7: 22-29, November, 1942. 
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conferences and subsequent reports of this committee dealt with such 
topics as libraries, student organisations, teacher associations, radio, 
and motion pictures. One conference on history was particularly 
notable. French and German historians met midway l^ween the 
First and the Second World War in an endeavor to clear up mis- 
conceptions and to obtain something like an algreed account of the 
common history of the two nations. As the result of mutual con- 
cessions the way was paved to a considerable lessening of international 
tensions between the two countrire. Improved texts soon appeared 
for French school children, but Hitler, who came to power about this 
time, prevented the publication of similar German texts. 

Although their efforts were not coordinated by the Committee on 
Intellectual Cooperation, perhaps no group of teachers was more 
animated with a desire for international peace than were the ele- 
mentary school teachers of nearly all nations. Their attitude was 
often the reflection of voluntary movements that sprang up in their 
home countries to mitigate the chauvinistic excesses of nationalism in 
the schools.' These movements sought, not to revive a cosmopolitan 
view of education, but to make a critical appraisal of nationalistic 
education. As its history clearly reveals, nationalistic education had 
not been altogether bad. It was principally chauvinism that had 
brought on international strife. Prevented from usurping the indi- 
vidual as the end of the educational process and restricted to its early 
role of means to the development of the individual, nationalism could 
have a worthy, even indispensable offlce to perform. 

But just as a propitious start was being made in this direction, the 
world was submerged by the worst deluge of chauvinistic nationalism 
it had ever experienced. Fascism in Italy and National Socialism in 
Germany in the 1920’s and 1930’b taught a virulent nationalism that 
made the democracies appear decadent. The democracies apparently 
were already succeeding in teaching internationalism only too well. 
No better proof of this achievement exists than the fact that Marshal 
Pdtain charged French teachers in 1934, five years before the outbreak 
of the Second World War, with having failed to provide France with a 
generation of young men physically fit and mentally disposed to fight. 

In spite of international machinery for the maintenance of peace, 
including the Committee on Intellectual Cooperation and the Inter- 
national Bureau of Education, the Second World War broke out. 
Yet, discouraging as this was, it did not prevent meetings and plans 

‘ For example, in the United Ststea, see National Society for the Study of 
Education, 36th Yearbook, Ft. II, InUmational Understanding through the PuUie 
School Currieulum, Public School Publishing Company, Bloomington, 111., 1837. 
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for more effective international cooperation in education at the war’s 
end. While the war was yet going on, the first meeting was held. 
This was a meeting of the ministers of education of the countries 
overrun by the Nazis to consider mutual problems of educational 
reconstruction after the war. It soon became evident, however, that 
these problems were not limited to the conquered territories but were 
world-wide in scope. Suhsequent meetings were therefore attended 
by observers from such countries as Russia and the United States. 
The upshot of these meetings at the end of the war was a provision in 
the San Francisco Charter that stated in order to promote international 
stability "the United Nations shall promote . . . international cul- 
tural and educational cooperation."* Pursuant to this declaration a 
meeting was called at London to comsider a proposal for an educational 
organization of the United Nations. This resulted in the formation of 
the United Nations Fjducational, Scientific, and Cultural Organization. 

The purpose of this new organization was primarily to act as a 
clearinghouse for educational ideas in the various member nations. 
By making information about n.i^onal educational aims, curricula, 
methods, and texts easily available it w as hoped to get an early check 
on countries that might commence to use education for purposes of 
national aggression. Tn addition, in much the same way as minimum 
working conditions had been so successfully prescri))ed by the Inter- 
national Ijabor Office of the League of Nations, it was hoped that 
minimum standards of education might be laid down, for unfavorable 
educational opportunities, like bad working conditions, are breeders 
of international unrest. In any event, the role of the United Nations 
educational agency was not to be coercive but merely to make sug- 
gestions. All this, though belated, was earnest that the world was 
coming to realize that the disarmament of nations must be accom- 
panied by disarmament of the mind. Indeed, the world might well 
remind itself of the brilliant insight of Comenius 300 years previously: 
“By peace and harmony, however, 1 mean not that external peace 
between rulers and peoples among themselves, but an internal peace 
of minds inspired by a system of ideas and feelings.’’® 

' San Pranctsco Charter, Chap. IX, Art. 55. 

’ Supra, p. 72. 



CHAPTER IV 

ECONOMIC INFLUENCES ON EDUCATION 

Of all the sociological factors that have conditioned the course of 
educational history, perhaps none has so persistently posed problems 
as has the economic. And, oddly enough, perhaps none has been so 
overlooked, neglected, or thrust to one side. Education owes its sup- 
port to the basic economy but has been reluctant to accord it a promi- 
nent place in the curriculum. Why is this? Why arc the practical 
and vocational subjects held in lower esteem than cultural ones? The 
problem thus raised is one that has persisted through periods of eco- 
nomic prosperity and periods of economic decline. And therein lies 
another persistent problem of education. Why is it that education 
seems to have cycles of rise and decline that not only correspond to 
but also coincide with economic cycles? The fact that these cycles 
seem more pronounced in industrial than in commercial and agrarian 
economies poses yet another persistent problem. Must education 
make different adjustments for the various ways in which man earns 
his bread? 

EDUCATION IN SUDSISTENCB AND SUKPEUB ECONOMIES 

A subsistence economy is one in which people are just able to make 
ends meet. That is, by devoting their whole efforts to hunting, fishing, 
or fanning they are just able to get enough food to survive or to keep 
alive. If they relax their efforts ever so slightly, they endanger their 
livelihood and render precarious the livelihood of all those dependent 
on them. Tliis has been the economic status of nearly all early cul- 
tures, especially primitive ones. Under such circumstances cultural 
advance is either impossible or at best accidental. Education is neces- 
sarily informal.* It occurs on the job; it is incidental to hunting, 
fashioning implements, propitiating the spirits, and the like. There 
is no time available for formal education, no time for exclusive and 
deliberate attention to training. 

Formal education or schooling is the product of a surplus economy. 
A surplus economy is one in which production exceeds consumption. 
This may be due to well-stocked hunting grounds, to fertility of the 
soil, to exceptional industry on the part of man, or to chance improve- 

‘ For a further account of formal and informal education, see infra, pp. 357-361. 
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ments in his art or skill. But whatever the cause, the continuance of 
life is assured for a time even when productive efforts are relaxed. 
Herein lies the beginning of civilization or at least the promise of 
civilization if the eased conditions of life are put to good effect. Such 
was the case with the great river-valley civilizations of ancient times. 
Nearly everyone is familiar with how from time immemorial the flood- 
ing of the Nile has annually enriched the soil of this Egyptian valley. 
The crops of this valley not only sustained life but 3 rielded a handsome 
surplus as well. At least the surplus was sufficient to sustain a small 
number of the population in leisure. In this small number were the 
priests. Happily they employed their leisure to study the more subtle 
forces that affected human living such as the motion of the heavenly 
bodies and the rotation of the seasons. 

None put their leisure to better use than did the Greeks. Their 
economic prosperity was built on a surplus derived from commerce 
with their neighbors. Yet so persistently did they devote their leisure 
to self-improvement that their word for leisure, <rxo^4> came to have 
the added meaning of “school” as well. In fact, the word for school 
in most Western tongues stems directly from this old Greek word 
The relation of leisure to education, however, was widely 
understood. Ancient Jewish culture had an excellent appreciation of 
this relationship, for the apocryphal writer of Ecclesiasticus set it down 
that “The wisdom of a learned man cometh by opportunity of leisure; 
and he that hath little business shall become wise. How can he get 
wisdom that holdeth the plough, and that glorieth in the goad, that 
driveth oxen, and is occupied in their labors, and whose talk is of 
bullocks?”* Moreover, what is true of a whole society is just as true 
of that smaller unit the family Thus Plato (427-347 b.c.) noted that 
the children of the rich are the earliest to begin their attendance at 
school and the last to leave off. 

Indeed, one might go further and assert that the periodic advance 
and decline of education throughout its history can almost always be 
associated, respectively, with periods of economic prosperity and 
depression. The best and most interesting early instance of this 
parallelism is to be found in Greece. The golden age of Greek edu- 
cation, the age of such great teachers as Socrates (469-399 b.c.), Plato, 
and Aristotle (384-322 B.c.) — to mention only the greatest — was 
also an age of great economic prosperity. The period coincided 
with Athens’ headship of a great commercial combine, the Delian 

‘ Greek Latin aehola; EngUSh schole, later sohool; French 4coU; German 
Schule; Spanish eacueia. 

> Ecclesiasticua, 38: 24-26. 
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League. As head of the League, ^e became the great center and 
crossroads of trade. It is small wonder, therefore, that her citizens 
had the wealth and consequent leisure to afford her young men more 
education than any previous dvilisation had been able to afford. Not 
only was literacy more widespread in the population, but education 
continued longer. Furthermore, prosperous cohditions raised up a 
whole class of professional teachers, the Sophists, who were attracted 
to Athens not only by the prospect of good fees but also by the com- 
merce in ideas. The market place where strange goods are exchanged 
is bound to be the place where novel ideas rub elbows as well. But 
equally important for the high level of culture in the schools of this 
time was the spirit of tolerance shown to new ideas. In part, this 
was due to economic prosperity. A people with a comfortable surplus 
can afford to take risks with new ideas that a people living in a sub- 
sistence economy cannot think of taking. 

This relatively high level of economic well-being continued for 
many centuries in the ancient world. In fact, it reached a new height 
during the Roman Empire. The wealth of Rome at its peak of power 
so far exceeded that of Athens that one might easily imagine its edu- 
cation to have been superior. But this was not the case. The 
Romans went to school to the Greeks. In the language of the poet 
Horace, "Greece took captive her rude conquerer.” Rome may have 
become the political and economic center of the Roman Empire, but 
the eastern Mediterranean still remained the educational capital of the 
ancient world. Good schools spread throughout this area. Among 
the best were those located on the island of Rhodes and at Alexandria 
in Egypt. If these schools failed to equal the originality and creative- 
ness of the schools in the golden age of Athens, the cause is probably 
to be sought elsewhere than in the general economic situation. ‘ 

The converse of these conditions, that is, a period of economic 
decline paralleled by a period of educational decay, is nowhere better 
seen on a grand scale than in the gradual disintegration of the Roman 
Empire. No doubt this disintegration was due to a multiplicity of 
causes. But there can be no doubt either that a declining economy 
was one of the important ones. The fact that the later emperors 
commenced to subsidize education from the imperial treasury is valu- 
able evidence that economic surpluses among private citizens were 
diminishing. The standard of living was falling below the point where 
private initiative could be depended upon to provide schooling. 

Of course, these conditions were aggravated during the medieval 
period. A profound depression settled down on the western half of 

‘ Supra, pp. 29-30. 
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Europe. As the small-scale agrarian economy of the medieval castle 
succeeded the large-scale agrarian and commercial economy of empire, 
Europe was reducinl almost to a subsistence economy. There were 
pitifully little surplus wealth and leisure for the pursuit of learning. 
What schooling survived was only a distorted epitome of the earlier, 
extensive schooling. Yet it is an interesting commentary on these 
conditions that in the contemporary eastern half of the old Roman 
Elmpire, where commerce still thrived under a regime of law and order, 
education flourished with undiminished vigor and industry. 

No precise date marks the conclusion of the medieval period. The 
transition from this period to that of the Renaissance was gradual. 
Of chief significance here is the fact that the tran.sition was marked 
by the gradual revival of a commercial economy. For the first time 
in several centuries there began to appear an economic surplus suffi- 
cient to support an interest in formal education. This interest was 
first manifested toward the end of the medieval period in the rise of 
the medieval university. It is noteworthy that the instruction there 
was primarily professional in character. Probably this was to be 
expected from an institution predicate*! on the reinvestment of the 
• first profits of reviving trade. As these profits pyramided, the margin 
of leisure of the nouveavx riches great ly expanded. With this greater 
margin of economic security the focus in education shifted from pro- 
fessional study to an interest in culture for its own sake. In the course 
of the next several centuries the boom in commerce reached such pro- 
portions that the revival of education it promoted marked one of the 
outstanding periods in educational hi.story. 

From the Renaissaiu'e oiiwanl the standard of living stayed gen- 
erally high enough in W''cstern civilization 1o maintain a relatively 
high standard of education for at least a small proportion of the popu- 
lation at all times. Only on the frontier and during prolonged and 
widespread wars was society reduced to the subsistence or near-sub- 
sistence level of medieval Europe, where educational enterprise had 
all but come to a halt. The Thirty Years’ War of the post-Renais- 
sance period was an outstanding instance of the effect of war. It was 
so ruinous economically that it retarded education in the devastated 
area for several generations. So, too, the Civil War in nineteenth- 
century America was so destructive of the economic capacity of the 
southern states that the educational handicaps it imposed were still 
evident in the second quarter of the twentieth century. ^ 

* Yet see H. G. Richey, “The Persistence of liducational Progress during the 
Decade of the Civil War,” ElejnenUiry School Journal, 42 : 358-366, 456^63, 
January, February, 1642. 
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The colonization of America illustrates the effect of frontier con- 
ditions on education. Fighting Indians and pushing back the forest 
to make the land arable consumed practically all the physical and 
material resources of the early settlers. So close were thej^ to a sub- 
sistence economy that education was in grave danger of neglect. The 
“old deluder Satan” law of Massachusetts clearly indicates the appre- 
hension of the settlors that learning might die with the first generation 
of colonists, who had had their education in Europe. However, as 
they became economically established on the Atlantic seaboard in the 
eighteenth century, wealth began to accumulate to permit an increasing 
interest in educiation. Yet the difficult circumstances of the seaboard 
in the preceding seventeenth century recurred again and again on the 
western frontier of America as each wave of migration moved farther 
and farther westward in the eighteenth and nineteenth centuries. 

Down to the nineteenth century even under the most prosperous 
economic conditions there was only enough surplus wealth to main- 
tain a relatively small percentage of the population in the leisure 
necessary to go to school. Neither the agrarian economy nor the 
agrarian supplemented by the commercial economy had in its most 
productive and profitable days been able to support more than the 
upper and upper middle classes at school. But at the end of the 
eighteenth century occurred a revolution in economy, the Industrial 
Revolution, which in the nineteenth and twentieth centuries was to 
pile up such gigantic surpluses that for the first time in educational 
history it became possible to realize the dream of enough leisure to 
put the chddrea of the whole population to school. 

The universal education of all cliildren has often been thought to 
be the logical outgrowth of Christian principles. The idea of the 
equal dignity and worth of all mankind regardless of race, sex, or 
political and economic status, it would seem, should result in educa- 
tional opportunities for all. No doubt such principles did animate 
humanitarian and philanthropically minded persons in the first half 
of the nineteenth century. But these principles were already cen- 
turies old. The question arises: Why did they take so long to come 
to fruition? The answer is; Fruition was delayed nineteen hundred 
years till the economic conditions evolved that could implement the 
educational consequences of the ideal. 

Beneficial as the Industrial Revolution has been in creating the 
wealth that could be taxed for school purposes, it has also subjected 
school revenues to increasingly abrupt ups and downs of the economic 
cycle. Periods of industrial expansion seem to have been followed by 
periods of economic contraction. In America periods of prosperity 
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were followed by major depiesaions in 1837, 1857, 1873, 1893, and 
1929. ‘ Each left its mark upon the schools. Ordinarily, the adverse 
effect of depression is not felt on the schools till a year or two after it 
has been in full swing. School revenues, teachers’ salaries, and per 
capita costs seem to stand up pretty well during the first year or two, 
but then they decline rapidly and are at their worst in the fourth 
and fifth years. Thereafter, they slowly rise again. So far, school 
expenditures have risen to new highs in the periods following depres- 
sions. Perhaps that has been due to the fact that the country still has 
such vast unexploited resources that these depressions have been only 
temporary setbacks in a still-expanding economy. 

But it is also to be noted that the shock of depression has become 
increasingly severe with each succeeding depression. The latest 
depression, in 1929, was by far the worst. In the poorer areas thou- 
sands of schools closed for the whole or part of the school term. In 
these places there was virtually a return to subsistence economy. 
Schools could be kept open only by aid from some larger area of tax 
administration, by transferring economic surpluses from larger to 
smaller geographical areas. 

OHIGIN OF THE DUAEISM OF WORK AND LEISURE IN EDUCATION 

So far the chief emphasis has been on the way education has been 
dependent on the amount of leisure made possible by economic surplus. 
Only minor attention has been given to the distribution of leisure and 
the effects different conceptions of work and leisure have had on edu- 
cation. To commence, it will be well to note that in ancient societies 
leisure was not something each man earned as a result of labor. 
Rather was it the possession, the badge of distinction, of a particular 
class in society. This class, the aristocracy or nobility, bad leisure 
because they were supported by the economic toil of another class — 
slaves in the ancient world, serfs in the medieval one. In addition, 
the upper class had continuous leisure while the lower class lived a 
life of unremitting toil.* 

There was no middle groimd in this dichotomous class structure 
of ancient times. True, there were artisans and tradesmen who 
worked as freemen rather than as slaves and who accepted pay for 
their services. Yet these men were degraded by the fact that there 
were many skilled slaves with whom they were in competition. But, 

' Pitkin, R. S., PuUic School Support in the United Staiea during Periodt of 
Economic Depreuion, Stephen Day IVeaa, Brattleboro, Vt., 1933. 

’The Hebrews even viewed work — earning one's bread in the sweat of his 
brow — as a curse visited upon men because of the disobedience to God of their 
original ancestor Adam. 
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above all, they were rendered servile by the fact that they worked 
with their hands. Thus, Spartans were forbidden to learn a trade, 
and Aristotle advised giving one up as soon as possible if, one were 
intent upon virtue. To accept pay for one’s services did not distin- 
guish one from being a slave. It was only further proof of not being 
“wellborn” and of being incapacitated to pursue virtue because moti- 
vated by gain. Thus social class was a matter of status. One was 
bom to a life of leisure or to a life of toil. There was practically no 
social mobility by which one might improve his social status. 

From this social-economic structure, profound educational con- 
sequences developed. The kind of education which fitted for the 
profitable use of leisure obviously pointed in a widely different direction 
from that which fitted for labor with one’s hands. No formal educa- 
tion whatever was necessary for those who labored with their hands. 
For centuries all that they needed to know could be learned informally 
in the course of their daily tasks. On the whole, this was as true of 
artisans and tradesmen as of those who labored on the land. For the 
upper class formal education was both a necessity and a luxury. 
Training in the symbols of written language was necessary to give 
them access to the recorded culture. While this training was indis- 
pensable to the priestly caste, it was only varyingly useful to those 
engaged in civil administration. Over and above those who performed 
these functions of an upper class were a few who indulged in the luxury 
of learning verbal and mathematical symbols for their own sake. 

The kinds of education befitting these two social classes also had a 
deeper rationale. Thus Aristotle found justification for existing social 
stratification in man’s psychological nature. In this nature he noted 
two characteristics, the appetitive and the reasonable. To the higher, 
or reasonable, of course, was given direction and control over the 
lower, or appetitive. To these two characteristics of the individual 
corresponded the two classes of society. Since the upper class held 
the offices in society that were directive and controlling, their proper 
education was the education of the mind. Since the lower class corre- 
sponded to the appetitive, their proper education was of the body. 
The one was an education in thinking, the other an education in doing: 
the one literary, the other manual. The one demanded leisure for the 
development of ideas, and the other opportunity for work. Herein 
lay an early criterion for evaluating education. The more purely 
mental an educational activity, the more valuable. Indeed, the most 
profitable use of leisure was regarded as the pursuit of knowledge for its 
own sake, anciently, the discipline of liberal education.^ 

‘ For a further account of liberal education, see infra, pp. 474-484. 
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Aristotle’s analysis of the nature of the individual and of society 
seemed so reasonable that the educational corollaries based thereon 
dominated the history of education down to modem times. An inter- 
esting outcropping of this early stratum of educational history occurred 
in the late medieval period. The medieval agrarian economy was also 
socially dichotomous. The feudal system was a hierarchy of various 
levels; the fundamental distinction was that betw'een the landed 
nobility and the serfs. It is not surprising, therefore, to find the per- 
petuation in feudal society of the distinction between work and leisure 
or at least between using one’s hands to work and using them to fight. 

Thus, among late medieval studies philosophy, theology, and logic 
ranked first in prestige because of their purely mental character. Law 
and medicine were included within the sphere of respectability only 
because the element of manual service to others was less evident than 
in handicraft industry. But medical education w'as on a lower plane 
than legal education because it was more concerned with the body than 
with the mind. Thus, too, the fine arts stood below the liberal ones 
Irecause of the element of manual dexterity involved in their mastery. 
And even in the liberal arts there existed a hierarchy predicated on the 
dualism of mind and body as allied to that of work and leisure and 
arising from social stratification. The irivium of logic, grammar, and 
rhetoric outranked the quadrivium of music, arithmetic, geometry, 
and astronomy. 

RISE OF COMMERCIAL CAPITALISM AND MIDDLE-CLASS EDUCATION 

The revival of trade and commerce that underlay the Renaissance 
initiated a fundamental change in soc-ial-tscoiiomic class structure. It 
marked the rise of a third class, a middle class between the upper and 
the lower classes of feudalism. The character of the feudal classes 
depended on their relation to the land since theirs was almost exclu- 
sively an agrarian economy. The character of the new middle class, 
however, was defined by the more fluid wealth of commerce. Its 
members were the forerunners of capitalism. Their wealth lay in 
currency, credits, and stock in trade. To undertake risk for profit 
they had to be free from the rigid feudal restrictions of an agrarian 
economy. This gave them an independence that engendered for them 
considerable social prestige. Here was a hard-working class of people 
who lacked the status of the landowning nobility but who at the same 
time were not degraded by their work to the level of serfs. 

The educational effects were notable. The more practical sort of 
education befitting such a class enjoyed a rise in public esteem. 
Artisans formed themselves into guilds that required long periods of 



ECONOMIC INFLUENCES ON EDUCATION 


83 


apprenticeship education to gain the high degree of skill demanded 
by the trade of the times. The “overhead” organization of business 
expanded rapidly. There was a greatly increased need for formal 
education in the symbols of language and mathematics so that one 
could keep the accounts of trade. This was met by schools main- 
tained for the purpose either by municipalities or by the guilds them- 
selves. There was also a modest demand for new studies in these 
schools. As the boom in commerce expanded into a search for new 
trade routes and into the age of exploration, such practical studies as 
geography and navigation gained some popularity. 

. While the middle class was on the rise and while it was struggling 
for recognition, its economic surpluses were never great enough to 
relieve it of continued hard work. In the course of time, however, 
its enterprise and industriousness yielded profits so great that a leisure 
class began to emerge from the ranks. The altered economic outlook 
of this group led to a revival of the classical conception of liberal 
education. Their formerly practical education gave way to one more 
aesthetic. The instrumental value of knowledge was superseded by 
a revival of the Aristotelian ideal of knowledge for its own sake. New 
dignity though the rise of the middle class had given to the education 
of the artisan and tradesman, the dignity of this education was still 
no match in an open choice between it and the traditional liberal 
education. Witness how little headway one so respected in England 
as John Locke (1632-1704) made by recommending in his Thoughts 
Concerning Education that a gentleman’s son should learn a trade as 
part of his education. The stereotype of the leisured class, whether 
this class was entered by the avenue of land or trade, was unwilling to 
compromise the social prestige it held over the middle class. 

The school that was the most characteristic expression of this 
upper stratum of the middle class was the Humanistic school. Its 
curriculum was composed of the humanities, that is, the literary 
classics of Greece and Rome. It was this school, under the name of 
the Latin granunar school, that was imported from England into the 
American colonies. However, it did not long satisfy Americans once 
their economy turned commercial as well as agrarian. Halfway 
through the eighteenth century, commercial interests inaugurated a 
new school, the academy, whose curriculum was more amenable to 
their demands. This curriculum included instruction in such middle- 
class activities as bookkeeping, surveying, and navigation. Indeed 
the original academy proposed by Benjamin Franklin, the personifica- 
tion of middle-class achievement, contained no studies whatever that 
were not utUitarian in character. 
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The full importance of the academy will not be appreciated unless 
it is realized that its middle-class sponsors were in a sense a revolu- 
tionary class. They were creating not only a new capitalistic eco- 
nomic structure but also correspondingly new cultural values, which 
were competing with traditional feudal ones. As it was Aristotle who 
had rationalized the educational privileges of the leisured class of his 
own and medieval feudal society, so it was Protestant religious 
reformers who undertook the rationalization of the economic position 
of the middle class. Vocation they interpreted in the literal etymo- 
logical meaning of the word as a “calling.”* The diversity of callings 
among men they ascribed to the fact that God had called men to 
different duties. Vocation therefore being the will of God, it behooved 
men to be content in their callings. Such contentment, especially 
where one was bom to work rather than to the enjoyment of leisure, 
was to be gained by treating one's vocation as an ascetic discipline. 
If profits were an incidental outcome of this discipline, then a blessing 
accrued to this incipient middle-class capitalism. All this gave a 
dignity to the vocation of work of which it was sorely in need. 

This middle-class viewpoint not only sponsored the academy in the 
American colonies but also penetrated American education generally 
in the nineteenth century. One of the great vehicles for spreading 
middle-class ideology was Noah Webster’s famous speller. The selec- 
tions of this book inculcated middle-class virtues at every opportunity. 
On the one hand, they taught calm acquiescence in one’s calling, 
accompanying this with praise for the virtues of the middle-class 
worker. The virtues of patience, fortitude, and prudence would not 
be called into action, it was thought, without a measure of misfortune 
and insecurity. On the other hand, these selections also taught the 
more positive middle-class virtues that were so successful in launching 
bourgeois capitalism. Thus Webster's speller and readers encouraged 
the young in habits of hard, industrious work. Nor was much less 
emphasis laid on the habit of thrift. In addition, of course, the 
rewarding qualities of independence, enterprise, and self-reliance were 
not neglected. 

As for the class below the middle class, their humble economic 
activities handicapped their educational ambitions for some centuries 
yet to come. Nor did they benefit from the rationalization of the 
middle-class position just mentioned. If an3rthing, that rationaliza- 

‘ Note the injunction of a catechism of the Anglican Churches “to submit 
myself to all my governors, teachers, spiritual pastors and masters; to order myself 
lowly and reverently to all my betters . . . and to do my duty in that state of life 
to which it shall please God to call me." 
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tion immobilized them in their callings without much chance of escape. 
How little their economic condition justified educational pretenraons is 
revealed by Mandeville. Writing in 1724 he declared, ‘‘In a free 
nation where slaves are not allowed of, the surest wealth consists in a 
Multitide of laborious poor; for besides that they are the never-failing 
nursery of fleets and armies, without them there could be no enjoy- 
ment and no product of any country could be valuable. To make the 
society happy and people easy under the meanest circumstances, it is 
requisite that great numbers of them should be ignorant os well as 
poor. Knowledge both enlarges and multiplies our desires, and the 
fewer things a man wishes for, the more easily his necessities may be 
supplied. . . . Reading, writing, and arithmetic are very necessary to 
those whose business requires such qualifications; but where peoples' 
livelihood has no dependence on these arts, they are very pernicious 
to the poor, who are forced to get their daily bread by their daily 
labor.”* 

Even some of the more liberal-minded looked with disfavor and 
alarm on any attempt by the lower classes to advance a rung up the 
social-economic ladder by using the school to escape from the occu- 
pation of their fathers and the stratum of society to which that com- 
mitted them. The great French editor of the Encyclopaedia, Denis 
Diderot (1713-1784), for instance, favored the rigorous application 
of high scholastic standards ‘‘to temper the ambition of parents who 
are desirous of withdrawing their children from the subordinate 
occupations which they themselves follow, and of having them edu- 
cated for the priesthood, medicine, or law. Nothing is more fatal to 
society than this disdain of parents for their own calling and these 
senseless migrations from one state in life to another.”* 

CHANGES IN EDUCATION DUE TO THE INDUBTHIAL REVOLUTION 

The inroads that the middle class made in upper-class domination 
of formal education were increased by another revolution in economy, 
the Industrial Revolution. In addition to confirming certain forces 
released by the commercial revolution, the Industrial Revolution intro- 
duced innovations of its own. On the one hand, it accelerated the 
development of capitalism and the nineteenth-century ascendancy of 

‘ MandeviiiLB, B., An Essay on Charity and Charily Schools, p. 328, J. Johnson, 
London, 1724. 

* LaFontainebie, F., French Liberalism and Education in the Eighteenth Cen- 
tury, p. 300, McGraw-Hill Book Company, Inc., New York, 1932. To the same 
effect see a remark of LaChalotais recorded in G. CompayrA History of Pedagogy, 
p. 353, D. C. Heath and Company, Boston, 1888. 



86 


A HISTORY OF THE PROBLEMS OF EDUCATION 


middle-class ideals. On the other hand, it set in motion slow forces 
that attempted to shift the center of gravity from the middle- to lower- 
class culture. But in both coses the shift from hand- to power-driven 
machine production so vastly multiplied economic surpluses that a 
redistribution of leisure and a reassessment of the significance of work 
as underlying conditions of education were demanded. 

The immediate effect on education produced by the impact of 
industrialization gave no indication of the benefits that were later to 
accrue. In fact, at the outset industrialization worked genuine harm. 
Most directly, it upset the long-standing apprenticeship system of 
education. In the commercial economy an apprentice learned his 
trade under the personal supervision of his master, often in the master’s 
own household. This supervision extended to habits of work and 
morals as well as to skills of production and trade. When these skills 
were mechanized and embodied in machines, the need for long periods 
of training was rendered unneeessary. Moreover, the relation between 
employer and employee became much more impersonal and limited in 
extent. 

The instability caused by the disintegration of this long-standing 
educational pattern was increased by other effects of industrialization 
more or leas directly related to education. Perhaps most notable here 
was child labor. Of course, there was nothing new about children 
working. What was disturbing, however, was having them work at 
such tender ages and for such extremely long hours as the new factories 
permitted or demanded. Such conditions endangered their health as 
well as deprived them of the broader training in moral habits that the 
apprenticeship characteristic of commercial economy provided. This 
lack of moral training became a particularly distressing feature in the 
cities where the factories located and where, of course, population 
became congested. 

The deterioration produced by these conditions was slow at the 
end of the eighteenth century, but it quickly gained momentum in 
the early part of the nineteenth. Happily, positive and constructive 
forces soon began to counteract the wmrst results of the transition 
from a commercial to an industrial economy. The first of these was 
philanthropic. Humanitarian-minded people raised funds to sponsor 
charity schools for the neglected children whom the Industrial Revolu- 
tion had disinherited of their meager educational patrimony. Promi- 
nent among such charitable agencies were the National Society and 
the Society for Promoting Christian Knowledge.* Notable among the 

^ Allen, W. O. B., and E. McClure, The History of the Society for Promoting 
Christian Knowledge, 169ft-1898, E. and B. B. Young & Company, New York, 
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BchoolB these agencies promoted* were the infant and Sunday school* 
movements. 

Especially deserving of note here was the school that the 
enlightened English industrialist Robert Owen (1771-1858)''instituted 
in connection with his model mills at New Lanark. There Owen made 
ten the minimum age for emplo 3 dng children and provided a free school 
for those below that age. Being firmly convinced that children were 
the products of their environment, he furnished a school that had a 
playground as well as a light and airy schoolroom. In the school, 
pictures and objects of nature held places of importance, along with 
the three R’s. The great German critic of capitalism, Karl Marx, 
referred to this school in his Capital as providing the education of 
the future, “an education that will, in the case of every child over 
a given age, combine productive labor with instruction and gymnastics, 
not only as one of the methods of adding to the efficiency of produc- 
tion, but as the only method of producing fully developed human 
beings.”* 

Charity, however, was only a stopgap. By the second quarter of 
the nineteenth century the Industrial Revolution had released eco- 
nomic forces that demanded a fundamental reconstruction of the edu- 
cational outlook. It raised up voices in the lower middle and lower 
classes that began to insist on education, not as a charity, but as a 
right. Philanthropically minded as were the humanitarians, there 
were many of them who never intended that the education proffered 
by their charity should break down economic class barriers. The 
philanthropy of the upper class was still as rooted in a feudal noblesse 
oblige as that of the upper middle class was embedded in the pater- 
nalistic relation between master and apprentice. 

INDUBTnL\LIZATION AND KISE OF THE PTOLIC SCHOOL 

The demand for education as a matter of right rather than as a 
matter of charity took the form of an appeal to the state to employ its 
power to tax to provide the enlarged educational opportunities that 
were needed. The appeal was made at a time when in England and 
America state activity was dominated by the theory of laissez faire. 

1898. For eimilar efforts in America, see W. W. Kemp, The Support of Schools in 
Colonial New York for the Propagation of the Gospel in Foreign Parts, Teachers 
College, Columbia University, New York, 1913 and S. E. Weber, The Charily 
School Movement in Colonial Pennsylvania, George F. Lasher, Philadelphia, n.d. 

* For an account of the educational character of this school, see infra, p. 402- 
404. 

* For an account of the educational character of this school, see infra, p. 336- 
330. 

■ Mabx, K., Capital, p. 489, George Allen & Unwin, Ltd., London, 1938. 
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Naturally, such a "do-nothing” policy favored the nov/oeaux riches of 
the Industrial Revolution, upon whom the proposed taxes would 
weigh quite heavily. The struggle for educational opportunities pro- 
portionate to conditions as altered by the Industrial Revolution thus 
settled down into a contest between the propertied and underprivileged 
but aspiring classes. Before the latter could win this, however, they 
had to win the preliminary contest of extending the franchise so that 
they could by the weight of their numbers command the state as their 
servant. As one can see, the problem was very complicated. It was 
a broad battle on many fronts. 

The economic alignment of interests in America is informing. 
Urban interests, where the impact of the Industrial Revolution had 
been felt most keenly, were very largely in favor of public schools. 
Rural areas, where the economy was still overwhelmingly agrarian, 
were not yet sensitive to changes produced by the factory system and 
opposed a change in governmental policy. Besides, the rural areas 
were largely propertied and thus stood to bear a large portion of the 
property tax to educate the children of factory workers, who were 
largely tenants. While for the most part the industrial uppier middle 
class opposed the liberal educational legislation, some of the best 
leadership favoring the movement came from the old commercial upper 
middle class. Thus it is noteworthy that men like James G. Carter 
(1796-1849), Horace Mann (1796-1859), and Henry Barnard (1811- 
1900) came from families of this economic status.’ In the end it was 
the fact that this group of men joined hands ■with the oncoming 
laboring classes that signally won the day for public education.* 

In trying to win friends for the public school idea Mann, in par- 
ticular, addressed his argument in part to the economic advantage of 
such an institution. Although he considered economic value the 
faintest praise that could be bestowed upon education, nevertheless 
he was not one to fail to mention it for what it was worth. After 
soliciting opinions from businessmen he declared in one of his later 
reports that the returns “seemed to prove incontestably that education 
is not only a moral renovator, and a multiplier of intellectual power, 

' Cablton, F. T., Economic Infiueneec on Educational Progrem in Ote United 
Statee, 1820-1850, pp. 39-42, University of Wisconsin Press, 1908. Apropos of the 
fact that it was memhers of this class who were leading in literary and philosophical 
os well as educational activities of the period, the author quotes the statement that 
"The commercial classes of New England robbed of their functions as a ruling 
class, while still retaining a sufficient wealth to maintain them, were dying out in a 
blaze of intellectual fireworks.” 

*For a fuller account of the democratization of education, see pp. 42-51. 
For a fuller account of the development of public schools, see Chap. XVII. 
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but that it is also the moet prolific parent of material riches. It has a 
right, therefore, not only to be included in the grand inventory of a 
nation’s resources, but to be placed at the very head of that inven- 
tory.”' In fact, Mann did so place it in accounting for New England’s 
industrial supremacy at this time. 

When the group friendly to public schools was able to make its 
voice heard, it pressed for the social legislation necessary to protect 
its interests. In addition to providing for free schools it moved 
within the second half of the nineteenth century for compulsory- 
attendance and especially for child-labor laws. The apprenticeship 
system of the commercial economy having completely broken down, 
agitation was started for the introduction of commercial courses and 
vocational training in the schools. Besides state provision for voca- 
tional training, ultimately national support was obtained for the 
program in the Smith-Hughes Act of 1917. Beyond this a few states 
enacted legislation setting up continuation schools for those who wish 
to continue their schooling after they have embarked on regular 
employment. 

In addition to these more obvious results, there were other edu- 
cational evidences of a new economic group having been brought into 
prominence by the Industrial Revolution. A new middle-class school 
came into prominence in America, the high school. This upward 
extension of the elementary school was an excellent symbol of the 
upward reach of energetic and ambitious economic classes on the 
march. Often known as the "poor man’s college,” its curriculum was 
intended to be terminal, that is, it was intended to cater to the life 
anticipations of its middle-class clientele without preparation for higher 
education. 

This curriculum began also about the same time to reflect the 
Indu.strial Revolution by its increasing inclusion of science. Hitherto 
science had often been viewed as interesting knowledge. As such only, 
however, it waged an unequal and losing war with Humanistic literary 
studies for preference in the secondary school curriculum. But now 
that the revolution from manit-facture to machino-fsMtuie had so con- 
vincingly demonstrated the social significance of science, its inclusion 
and recognized status in the curriculum were definitely assured. 

Science was catapulted into curriculum prominence not only by 
the Industrial Revolution but also by the old agrarian economy. The 

‘ Mann, M., Life and Works of Horace Mann, vol. 3, p. 109, H. B. Puller, 
Boston, 1868. At the opening of the next century this economic argument was 
developed at considerable length in a government bulletin, The Money Value of 
Education, U.S. Bureau of Education, Bulletin 22, 1017. 
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agrarian economy, oldest and always basic, was profoundly modified 
both by the introduction of machines into nearly all phases of farming 
and also by the light shed by science on soil chemistry and kindred 
technical subjects. Consequently, agricultural courses, even agricul- 
tural colleges and high schools, elevated the significance and dignity 
of the education of a class of workers who for centuries had held the 
humblest of positions. 

DECLINE OF LEIBUBE-CLASS IDEAL OF EDUCATION 

Great and genuine as the succ^ of the middle class had been with 
the aid of the Industrial Revolution, its success in projecting its culture 
patterns into American education was not complete. The traditional 
aristocratic leisure-class ideal of education still held key points of the 
educational front. Most notably it was entrenched in the liberal-arts 
college. There a sturdy attempt was still being made in the nine- 
teenth and twentieth centuries to maintain the superiority of cultural 
education, the education of the intellect for its own sake, over voca- 
tional education. The badge of this education, the bachelor of arts 
degree, had a definite prestige value over all other bachelor’s degrees. 
Higher education in such fields as technology and teaching conse- 
quently suffered in comparison because of their more practical char- 
acter. Moreover, from the citadel of the college, the cultural ideal of 
education tended to exercise a tyranny over the curricula of secondary 
schools. There the college-preparatory course topped a hierarchy that 
tapered down to technical and commercial courses. 

Yet even this citadel was being slowly besieged by midcfie-class 
forces. The clientele of these colleges was drawn almost exclusively 
from middle-class families. The middle class in America, however, 
was undergoing a transformation. The only landed gentry America 
ever had in significant numbers, the plantation oiwicrs of the South, 
had l)een ruined by the Civil War. Hence the middle class, whether 
of commercial or industrial origin, gained social domination more 
quickly and more firmly in this country than anywhere else. This 
domination once achieved, the middle class tended to divide into iipiier 
and low'er strata. The upper stratum, composed of the large capi- 
talists, became whatever leisured upper class existed in the United 
States. But it is educationally significant that their class status rested 
on wealth rather than on blood or primogeniture. 

Other forces favorable to middle-class interests were also under- 
mining the leisure-class conception of liberal education. They were 
revealed chiefly in the curriculum. The Humanistic studies long 
thought to be of chief significance in the Intellectual education of a 
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directing and controlling upper class were beginning to lose their grip. 
Jjatin, Greek, and mathematics instead of being pursued fur their own 
sake were studied for purposes of formal mental discipline.. The rise 
of an extracurriculum was a further eloquent protest that the tradi- 
tional curriculum did not satisfy middle-class aspirations. Finally, 
what was the elective principle, which Charles W. Eliot (1834-1926), 
president of Harvard University, popularized in the nineteenth-century 
college curriculum, but an instance of laissez-faire liberalism of middle- 
class capitalism? 

DOMINATION OF CAPITALISTIC MIDDLE-CLASS EDUCATION 

While the middle class was stabilizing its victory in superseding 
the landed aristocracy’s dominance of education, it was already begin- 
ning to be aware of a challenge to its domination by the newly aggres- 
sive lower class. As already noted, this neglected and long-suffering 
class was not noticeably benefited by the commercial revolution. The 
benefits of the Industrial Revolution, however, gave them the same 
advantages originally sought by the middle class. Thus along with the 
middle class they had gained universal suffrage and through it the 
public school, compulsory attendance, child-labor laws, and access to 
vocational education. Naturally, advantages such as these operated 
as a tonic on their long-dormant or suppressed ambitions. 

Yet these advantages, great as they were, had the impress of the 
middle class upon them. They did not adequately express the long- 
ings of the lower class. Several pieces of evidence point to this 
conclusion. The high school, which started out to be a terminal 
institution for the ambitious in the working classes, was captured in 
the latter half of the nineteenth century by the families anxious to 
prepare their children for college. Sociological studies of the high 
school population in the twentieth century showed very clearly that 
it was the children of the middle classes who attended high school in 
the largest numbers and who remained there longest.^ Also, a similar 
study of what elements of the population predominated on boards of 
education indicated just as clearly that it was this same middle class 
which was in control there.* Furthermore, the schools were middle 
class in spirit as well as in personnel. The aim of nearly every Ameri- 
can school-boy and -girl “to get ahead” was the living embodiment of 

' Counts, G. 8., The Selective Character of American Secondary Education, 
University of Chicago Press, Chicago, 1922. 

• Counts, G. 8., The Social Composition of Boards of Education, University of 
Chicago Press, Chicago, 1927. 



92 


A HISTORY OF THE PROBLEMS OP EDUCATION 


the free competitive principle of middle-class capitalism. The teachers 
of these children, as convoked in the.National Education Association, 
repeatedly aligned themselves with the property interests and the 
profit motive of the middle class in an effort to combat the spread of 
socialism in the lower class of this country.^ 

Even vocational education, which had been introduced into the 
schools as a result of the Industrial Revolution, carried a class stamp. 
For the most part it was narrowly conceived. Frequently, trade edu- 
cation was given in a separate building and under a separate adminis- 
tration from cultural education. Also, employers often wished the 
vocational curriculum to consist of training for routine and automatic 
skills. Insufficient time was provided for the social and scientific 
studies that would have enabled children to understand the larger 
significance of their labor. In view of such a conception vocational 
guidance was little more than job placement. To summarize the situ- 
ation in a sentence, vocational education aimed to fit children into the 
existing middle-class capitalistic system rather than to improve this 
sjrstem as but the current phase of the age-long struggle for human 
liberties. 

AirmrDKB of oboanizisd labob towaud education 

These being the facts, it should occasion no surprise that the labor- 
ing classes sooner or later became aware that, advantageous as the 
public school had been to them, it still was not designed primarily to 
liberate and fulfill the potentialities resident in their workaday culture. 
At first these classes did not perceive that their educational interests 
were notably different from those of the middle class. Throughout 
practically the whole of the nineteenth century organized labor con- 
fined itself to sitting in judgment on the course of the rapidly growing 
public school system. 

Prior to the Civil War labor was an ally, although not a very well 
organized one, in support of the middle-class effort to gain free com- 
pulsory education. Between that war and the formation of the Ameri- 
can Federation of Labor, the most notable workers’ organization was 
the Knights of Labor. On the whole, this group represented largely 
the interests of the unskilled or semiskilled workers. From this it is 
easy to understand its major interest in the elementary school and its 
opposition to the high school “craze” of the period. This position 
stood in sharp contrast to the later one of the American Federation of 
Labor, which, with its skilled clientele, endorsed the high school and 

‘ CcBTi, M., The Social Tdeat of American Edueaton, p. 218, Charles Scribner’s 
Sons, New York, 1935. 
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was also kindly disposed toward college education. The cardinal 
point of its educational policy was to insist on the unitary adminis- 
tration of cultural and vocational studies. The education of the 
worker and the citizen, the Federation maintained, must go hand in 
hand under the same roof and under the same professional supervision. 

This broad outline of policy shows how little labor had been able 
to differentiate its educational interests from the predominant middle- 
class interests till as late as the First World War. Perhaps there were 
reasons for this. For one thing, American labor did not suffer the 
umnitigated misery that European laboring classes did. All during 
the nineteenth century, free land on the frontier afforded an escape, 
a sort of safety valve, that eased the pressure of class consciousness. 
Besides, the social mobility provided by the frontier kept drawing off 
labor’s most promising leaders. Moreover, not only did the leaders 
of labor move up the social ladder, but also the mass of labor tended 
to regard itself as middle class. Perhaps, too, labor failed to diffeiv 
entiate its peculiar educational requirements because it had too much 
confidence in what undifferentiated education could do. 

On this point it is notable that the great publicist Horace Greeley 
warned the people of his day against thinking of education as a panacea 
for the laboring classes. His personal opinion was that economic 
reform would have to precede educational reform. A few labor leaders 
in the early nineteenth century also understood this point. In fact, 
they feared those who preached that there must be a period of educar- 
tion and preparation prior to the reform of franchise and property 
rights. They feared that this was but a ruse for diverting people from 
their major economic objective. How, they inquired, could a family 
ground down by poverty be in a position to take proper advantage of 
the benefits of education? Besides, in putting educational reform 
ahead of economic, there was danger that the laboring classes would 
be accepting the appearance of power for the real thing. 

In the twentieth century labor began to have more significant mis- 
givings on the extent to which the cultural interests of the laboring 
classes could be genuinely furthered without indigenous workers’ edu- 
cation. Much as middle-class schools gave lip service to the dignity 
of labor, it was largely the administrative, supervisory, professional, 
and clerical types of W'ork whose values were advanced in the schools. 
The manual occupations of factory and farm did not yet form the 
axiological core of the curriculum. While some wished to reconstruct 
the public school curriculum, chief effort was expended in starting a 
variety of workers’ schools to supplement the public school program, 
particularly at the levels of college and adult education. 
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PROLETARIAN REVOLUTION AND EDUCATION 

Of course, workers’ education was nothing novel, having already 
been considerably developed in England. But the English and Ameri- 
can movements added together were only a straw in the wind. They 
were only a minor variation in school systems still dominated by the 
upper and middle classes. The first instance in the history of educa- 
tion of a national system of education dominated by the cultural 
interests of the lower classes or proletariat came with the Russian 
Revolution of 1917. Here for the first time was a government con- 
trolled by and in the interests of those who wielded the hammer and 
the sickle. The dignity of work was established by establishing the 
dignity of the working class. Once the political and economic aspects 
of the revolution were stabilized, the schools were brought in line by 
a curriculum that centered in the interests of the working proletariat. 
This did not mean that all education was made vocational. Far 
from it. It rather meant that work, the main actinti' of the prole- 
tariat, was made the core of the curriculum. Social, scientific, and 
aesthetic studies were not neglected but rather were taught so as to 
enlarge the significance of the life of the worker. ‘ 

While the most brilliant achievement of working-class education 
occurred in Russia, perhaps one must turn to America for the best 
rationalization of this point of view. Among educational philosophers 
none attacked more persistently the dualism between work and leisure 
than John Dewey (1859- ), America’s great philosopher of democ- 

racy. For him the dualism was false on two counts. In the first 
place, appropriate though the dualism might have been in a society 
composed of freemen and slaves, it was altogether an anachronism in 
one where all men were free. Our democratic-industrial society neces- 
sitated a reconstruction of the notion of leisure, once the possession of 
a single class. Machine production increased economic surpluses to a 
point where leisure could be brought within reach of all. Instead of 
one class having leisure in which to do the thinking and the other 
having only time to do the working, now everyone had significant work 
to do; everyone had leisure in which to recreate his energies for work 
or pursue an avocation. Indeed, the worthy use of leisure was one of 
the seven cardinal principles of education stated in 1918 by the 
National Education Association. 

‘ For a brief sketch of the history of Russian education from earliest times to 
those of the Soviet, see A. Finkevitch, “Development of Public Instruction and 
Pedagogical Thought in Russia,’’ Educaivmal Outlook, 5: 1-18, 65-84, 120-140, 
198-205, November, 1030, January, March, May, 1931, and C. S. Counts, “Recent 
Changes in Soviet Education,’’ Educational Forum, 10: 426-436, May, 1946. 
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In the second place, Dewey rejected the dualism between work and 
leisure because it was based on a further outworn dualism, that between 
mind and body. Aristotle, it will be remembered, justified t^e dualism 
between the education of the leisured upper class and that of the work- 
ing lower class because it corresponded to a psychological dualism he 
noted between reason and appetite, mind and body. Dewey rejected 
this dualism as contrary to the biological and psychological sciences 
of his day, which viewed mind and body as parts of a single continuum. 
Once this ancient dualism was refuted, the dualisms between leisure 
and work, thinking and doing, collapsed too. Thinking and doing 
went hand in hand; they were parts of a single educational process. 
Thinking was to direct doing, and the consequences of doing things in 
the physical and social environment operated as a check on the validity 
of the thinking. Thus education for doing work should enjoy an 
indivisible prestige and dignity with education for thinking. 

Although his pragmatic philosophy of education had a definite 
labor orientation, Dewey did not accept the further Manuan con- 
clusion that the viewpoint of labor could gain ascendancy only through 
seizure of power. To him the Marxian conception of class struggle 
would be just another instance of the unfortunate dualism between 
upper and lower classes. Moreover, to hold the concluedon that class 
struggle was inevitable indicated to him a want of faith in educative 
processes as a means of social amelioration. Instead of intensifying 
class antagonisms Dewey, true to his conception of democracy, pre- 
ferred to keep open the channels of communication between classes.^ 

The deep trough of depression that opened after 1929 led to con- 
siderable discussion as to whether or not American education was based 
on sound economic presuppositions. The discussion was complicated 
by varying shades of opinion in both the middle and the lower classes. 
For instance, progressive education, whose philosophy of education 
subscribed in large part to that of Dewey, was chiefly promoted by 
middle-class supporters. Again, in the ranks of labor the American 
Federation of Labor leaned more to a middle-class view of vocational 
education than did the Congress of Industrial Organizations, which 
was more ready to make new departures. However, before the dis- 
cussion led to any significant decisions, the Second World War brought 
on a revival of economic prosperity that, at least temporarily, cut the 
ground from beneath the supporting causes of discontent. 

’ Dewet, J., “ClasB Struggle and the Democratic Way,” Social Frontier, 
2: 241-242, May, 1938. 



CHAPTER V 

PHILOSOPHY OF EDUCATION 

The problems of philosophy a&d the problems of education have 
long been closely interrelated. Sometimes educational innovations 
have been instituted without awareness of the philosophical problems 
involved. At other times new departures have been made in educa- 
tion under the deliberate guidance of philosophy. In cither event, 
educational practice down the centuries has been persistently dogged 
by philosophical implications. Perhaps no century has been so aware 
of these implications as the twentieth. In the current century, in fact, 
philosophy, that mother of so many disciplines, has given birth to yet 
a new form of herself, the philosophy of education. 

Since it is by nature a process of change, education has peculiar 
need of guideposts by which to direct its activities. For these guide- 
posts it must go to philosophy. Because education is concerned with 
what man may become, it is particularly under obligation to inquire 
about its aims. What are good aims? More basic, what is the good? 
These problems belong to the subdivision of philosophy known as 
ethics. But how does nuin come to know the good, and when can 
man be sure that he knows? Moreover, what is knowledge, and how 
can the educator be sure that it is true? And what is truth? These 
are questions that must be asked of epistemology, another subdivision 
of philosophy. Coincident to these are problems of another sort. 
What is the nature of the world in which education takes place? Is it 
one of flux, or are there some stable elements by which education can 
take its bearings? Should man be educated only for this world or 
for a world to come as well? What is the nature of the human nature 
to be educated? These questions as to the generic traits of existence 
or reality belong to that branch of philosophy known as metaphj^ics. 
No age has failed to raise one or more of the foregoing questions about 
the education of its day. In fact, it is these questions and others 
like them which constitute the perennial problems of the philosophy 
of education. 

BEGINKINOS OF EDUCATIONAL PHILOSOPHT — SOPHISM 

In the folkway culture of people of remote antiquity there was 
probably little or no conscious philosophy of their educational 

9 « 
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processes. The main function of education was to conserve the past, 
to ensure against the loss of the race experience that gave what measure 
of security these people enjoyed against a precarious environment. 
If there was any implied assumption in this education, it probably 
was that whatever is, is right. Since the folkways, or mores, changed 
very slowly if at all in early times, it was very easy to conclude that 
whatever is, has alwa}rs been. And, of course, if it has always been, 
it must be of the very nature of reality itself. In such a culture, the 
function of education is so clear and undeviating that there is little or 
no need for a conscious philosophy of education to direct the process. 

Early Greek education was no exception to the foregoing. But 
commencing about the fifth century b.c. the Greeks began to devote 
much conscious attention to their educational problems. The under- 
lying sociological conditions, which had earlier led to great rigidity in 
their folkwa}^ and customs, became subjected to stresses and strains 
that rendered the old ways of living unsatisfactory. The successful 
conclusion of the wars with Persia and the unprecedented economic 
prosperity of the time were perhaps the chief factors that led to social 
unrest and demanded new social adaptations. The more people 
became aware that the old customs no longer fitted the new circum- 
stances, the more acute the educational problem became. How should 
the young be taught when the old customs were no longer adequate 
and when the now were too untried to receive general acceptance? 
Here indeed was a situation calling for the earnest and conscious 
attention of philosophy. 

The Greek Sophists were perhaps the first to address themselves 
to the problems of educational theory that were created by the social 
unrest of their times. Early to perceive the inadequacy of the old 
order, they were among its severest critics. They particularly 
employed reason to criticize the traditional pattern of education, 
which was largely transmissive in character and which sought to pre- 
serve the accepted social forms. Over against the uncritical trans- 
mission and perpetuation of custom, they early selected their curricula 
on rational grounds and in terms of the needs of the individuals they 
instructed. Instead of using social custom as a yardstick of their 
oSerings, they made “man the measure of things.” Having com- 
mitted themselves to this famous clich6 of Protagoras, many Sophists 
taught what they were paid to teach. Not only that, but in contro- 
versial matters they willingly taught either the affirmative or the 
negative side, depending upon who happened to engage them as 
teachers. As the individual was the measure of things, everything 
was relative to him. 
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The individualism and relativism of the Sophists were heartily dis- 
liked and condemned by the protagonists of the old order. Individu- 
alism and relativism, it was objected, ultimately led to skepticism. 
The Sophists’ willingness to teach either side of an issue for a fee not 
only cast doubt on the possibility of teaching stable moral principles 
but also opened the Sophists to the indictment of insincerity. Coming 
closer to educational theory, the protagonists of the old order tried to 
parry the cutting edge of Sophistic reasoning by seriously doubting 
that a man could be taught to have virtue or worth (Greek dptrif) 
through the rational methods of linguistics and dialectics employed 
by the Sophists. According to conservative tradition the norm of 
virtue was set by the example of the aristocracy or nobility. Virtue 
was thus something inherited, not something taught. It was learned 
through an apprenticeship to action, to doing noble deeds, rather than 
through the exercise of reason or intelligence. Therefore the demo- 
cratic endeavor of the Sophists to teach virtue to those not wellborn 
must necessarily fail. 

The issue so drawn between the Sophists and the conservatives 
obviou.sly was the educational overtone to a more basic political 
struggle occurring contemporaneously betwtsen aristocratic and demo- 
'cratic factions.* This close connection is important because it gave 
the educational problem a top-ranking priority in the minds of the 
best thinkers of the day. No less a one than Socrates (4()9-399 b.c.) 
gave considerable attention to its theoretic implications. This great 
philosopher and teacher, sprung from modest social origins, took the 
democratic view and sided with the Sophists in claiming that virtue 
was teachable. He arrived at this conclusion by first pointing out 
that no act deserved to be called good unless the action was under- 
taken with knowledge of the good aimed at. In other words, in order 
to do a good act, one must initially have knowdedge or a theory of 
what the good is. But theoretical knowledge, it was generally 
admitted, could be taught. Therefore, to the extent that action 
depended on this sort of knowledge, virtue certainly could be taught. 
But Would mere knowledge of virtue ensure virtuous conduct? Since 
Socrates held that no one would wittingly do the wTong, it necessarily 
follow'ed, in the language of the Socratic epigrams, “To know the 
light is to do it’’ and “Knowledge is virtue.’’ 

PLATONISM 

Plato (427-347 b.c.), pupil of Socrates, was not so emphatic about 
the possibility of teaching virtue. While early in his career he had 

‘ For a further account of this political phase, see supra, pp. 25-27. 



PHILOSOPHY OF EDUCATION 


99 


defended the Socratic position, later, when he wrote the Meno, he 
seems to have rejected it. In that dialogue he found support for his 
rejection in the instances of boys grooving into licentious young men 
in spite of the fact that they were reared under fathers of great probity 
or under teachers of known integrity. Similarly Plato rejected the 
notion that virtue was a function of nature, for he could point to too 
many fathers of great ability and rectitude whose sons turned out to 
be worthless or even scoundrels. Having come to this impasse, the 
Meno ends unsatisfactorily, Plato suggesting that perhaps we shall 
have to think of virtue as a mysterious gift of the gods, at least till the 
nature of virtue is known more precisely. 

Here, then, is the setting for Plato’s greatest contribution to the 
philosophy of education. The ReptMic. In this book Plato undertook 
a synthesis of the opposing considerations for wliicli he had no ade- 
quate answer in the Meno. To achieve this synthesis he gave his 
problem a much wider setting than formerly. Into it he drew the 
nature of man, the nature of society, and the nature of knowledge. 
If knowledge was virtue, as Socrates claimed, then Plato saw that he 
must inquire into the nature of knowledge as well as the nature of 
virtue. But even the nature of knowledge was larger than just the 
matter of how to balance learning as the acquisition of theoretic 
knowledge and learning as the habituation of instinct in any one indi- 
vidual. Knowledge had a social dimension as well. To what extent, 
for instance, should education be a matter of habituation to social 
tradition and to what extent a critical analysis of tradition by indi- 
vidual intelligence? To restate this question in terms of the contro- 
versy current in Plato’s day, to what extent should the individual be 
the measure of things, as the Sopliists contended, and to what extent 
the social group, as the conservatives maintained? Should education 
cultivate the expression of individual opinion, or should it aim to 
inculcate knowledge that is universal for all individuals? Should the 
curriculum be composed of a description of current conventions or of 
the abiding nature of reality? 

To see how in his philosophy of education Plato reduced these 
diverse factors to a systematic, harmonious whole, it will be well to 
commence with his analysis of the nature of the individual, the 
educand. Under the heading of human nature Plato distinguished 
three components. The first was that of appetite. Here he referred 
to man’s senses and his various bodily drives to action. The second 
component in human nature was spirit. Spirit referred to the human 
tendency toward self-assertiveness. It was the human function, or 
faculty, of will. Finally, the three components of human nature were 
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completed by reason, or intelligence. It was the function of reason, 
of course, to comprehend and to direct. While appetite and spirit 
were classed as functions of the body, it is important to note that 
reason had no such affinity. Reason belonged to an entirely different 
category, for it traced its lineage to some state of preexistence in 
another world. 

In addition to this description of the fundamental nature of the 
educand, Plato also found it necessary to evaluate or attach a moral 
worth to each of the functions of human nature. The peculiar good, 
or virtue, of the appetites he set down as temperance, or self-control. 
Of spirit the unique good, or virtue, was courage, fortitude, or bravery. 
And of reason, it is almost superfluous to say, wisdom, or prudence, 
was the special virtue. Of course, this complexity of human nature 
required some principle of harmony, or integration. Otherwise, these 
functions, or virtues, might conflict. Here Plato introduced the virtue 
of justice, the chief objective and quest of The Republic. To Plato — 
and to many generations that followed him — the components of human 
nature and their corresponding virtues were arranged in a just hier- 
archy when reason with the aid of spirit or will governed appetite. 

Plato’s analysis of society, the second dimension of his cducatioiuil 
philosophy, was very similar to that of his analysis of the individual. 
As there were three facets to the nature of the individual or learner, so 
Plato recognized three classes of society — ^the artisan, warrior, and 
philosopher classes. The artisan, or lowest, class was composed of 
those who were largely governed by their app>etites; the warrior, or 
intermediate, class by those in whom spirit was dominant; and the 
philosopher, or highest, class by those who showed unusual intellectual 
capacity. The peculiar virtue of each class was the same as the virtue 
associated with the kind of human nature characteristic of each class. 
Thus the virtue of the artisan class was temperance, of the warrior 
class bravery, and of the philosopher class wisdom. Furthermore, 
just as the virtue of justice was necessary to regulate and integrate 
the various functions of human nature, so, too, justice was the hier- 
archical principle that regulated and harmonized the three classes of 
society. In other words, a just society was one in which each indi- 
vidual was performing that function in that social class for which he 
was equipped by nature and doing it in such a way as to benefit the 
whole group. Naturally, such a society was one where the philosopher 
class with the aid of the warrior class ruled the artisan class. 

Now, how does the nature of the individual and society condition 
the nature of education? By the time he wrote his Republic Plato 
had resolved the problem of knowledge left by the Meno by stating 
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that knowledge was a joint product of nature and education. Indeed, 
in his later Laws he made this conclusion quite specific by stating, 
“Now I mean by education that training which is given by suitable 
habits to the first instincts of virtue in children."* From this it fol- 
lows that the proper education of each individual and each class in 
society was to train or exercise their peculiar instincts or functions in 
their appropriate virtues. Moreover, a just education was one by 
which each individual was educated in and for the class for which his 
native talents, not his family status, fitted him and by which within 
his class he learned to live a life in which appetite was controlled by 
reason. 

It is of importance to note here the order in which children’s 
instincts develop. According to Plato the virtues associated with 
appetite and spirit were due at first to habit and not to the control 
of intelligence. This was because, while appetite and spirit were 
active in a child at birth, the rational component of his nature or soul 
was comparatively late in manifesting itself. Consequently, in the 
early stages of childhood pleasure and pain were the forms through 
which virtue and vice were presented to children. Only later on, 
when the child was more mature, did it become the chief object of 
education to awaken his rational capacity and to habituate it in its 
sovereign control over appetite and spirit. 

A question of cardinal importance next arises; How is reason to 
obtain reliable and dependable knowledge by which to rule its subjects, 
spirit and appetite? Or where is the philosopher class to find the 
precise knowledge by which to govern justly the other two classes? 
Delving into this problem Plato distinguished three levels of knowl- 
edge. At the lowest level was the knowledge derived from sense. 
The next level was that of opinion. Neither of these levels was 
vezy dependable. On the one band, it was notorious among the 
ancient Greeks how easily one could be betrayed by his senses. On 
the other, opinion had become so identified with the Sophistic doctrine 
of “man the measure of things” that Socrates called opinion but a 
“half thought.” It was on this account that Socrates initiated the 
use of dialectic (literally, talking things through) with as many as 
would engage in discourse with him. By seizing upon whatever germ 
of truth he found resident in individual opinions Socrates tried to 
arrive at the whole thoughts of which these opinions were but parts. 
This gave Plato the clue to his third level of knowledge. This was 
knowledge that did not vary with the passing phases of sense or opinion 
but that, on the contrary, was invariant and universal. 

‘ Plato, Laws, Sec. 663. 
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Knowledge such as this was the result of a further distinction made 
by Plato. The world of true reality, he asserted, is not the world 
presented to us through our senses. Our senses report only what is 
constantly undergoing change and therefore what only appears to be 
real. Behind the shadow world of appearance, according to Plato, 
lies the true world of unchanging reality. The element in our experi- 
ence that never changes or alters is the ideal. By ideal Plato meant 
the idea or concept of a thing, whether that thing is a physical object 
like a child’s toy or the quality of an action like goodness. In con- 
ceptualized form the ideal is not only unchanging but also perfect. 

Yet how are mere human beings with the limitations of their 
physical senses and their finite intellects to learn knowledge so ideally 
perfect and eternal? Mono, in the dialogue named after him, asked 
Socrates much this same question. How can knowledge be possible, 
he inquired, seeing that it is futile to leam what one alrt^ady knows 
and equally futile to try to learn what one does not yet know since in 
that case he would not even know where to commence learning? To 
this (puestion Plato put a famous answer in Socrates’ mouth, .^ason, 
or intellect, obtains such knowledge from a prior life of perfect exist- 
• ence. Yet though this is the source of a child’s knowledge of ideas, 
his reason docs not possess such ideas at birth. It seems that at 
birth, according to the Platonic fiction, the nature of the child is over- 
taken by a strange forgetfulness. Hence, after birth, learning at the 
rational level is a process of reminiscence, or recall.* Here, then, is 
the origin of Plato’s famous doctrine of innate idca.s. 

The most outstanding instance of this sort of ideal knowledge is 
to be found in mathematics. Geometry may be taken as a case in 
point. There it appears as if one may have knowledge that does not 
originate in the senses. No one, for example, has ever seen or drawn 
a perfect circle. Yet everyone capable of mathematical thinking has 
a clear idea in his mind of what a perfect circle is. In fact, without 
that ideal in mind it seems doubtful that one could draw a circle or 
design a wheel in this imperfect shadow world of appjearance. It is 
small wonder, therefore, that Plato thought of mathematics as being 
the single most important ingredient of the curriculum. It was the 
discipline p)ar excellence and set the pattern for the study of such other 
ideals as truth, goodness, and beauty — ^justice being no exception. 

Thus Plato rounded out his philosophy of education in an inte- 
grated whole or synthesis so harmonious that it leaves a definite 
aesthetic impression. Nature is harmonized with nurture, intellect 
with habit, opinion with knowledge, individual with society, the 

* For the role of this theory in educational psychology, see infra, p. 136. 
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changing Trith the eternal, and appearance with reality. Yet, guide 
though hie educational philosophy was to be to future centuries, it was 
incapable of reducing the volatile forces of his day to a stable equi- 
librium. It remained a utopia rather than a practical program of 
action. 


ABISTOTSUANISM 

It was Aristotle (384-322 b.c.), pupil of Plato, who carried Greek 
philosophy of education to the form in which it was best known during 
the Middle Ages and Renaissance. Although his ftTitings that bore 
directly on the subject of educatio*, were not so extensive as his 
master’s, Aristotle did make some notable advances beyond Plato. 
In many respects, however, his indebtedness to his teacher is quite 
obvious. 

Like Socrates and Plato before him, Aristotle also addressed him- 
self to that persistent problem of Greek educational philosophy, how 
virtue is to be acquired. At the very outset it appears that Aristotle 
was not satisfied with the simple theory that knowledge is virtue. He 
conceded that arguments and theories might possibly be strong enough 
to inspire goodness in a character that is naturally noble, but for the 
mass of men he feared they were ineffective. Something more was 
needed. Instead of just one thing, knowledge, “There arc,” said 
Aristotle in the Politics, “three things which make men good and 
virtuous; these are nature, habit, and reason.’’^ 

First, as to nature, it is necessary to be a man. The implication 
is strong that there is no use in talking about educating the nonhuman 
in goodness and virtue. If it is the education of man with which we 
have to deal, then it is necessary to distinguish furthercharactcristics 
of his nature or soul. To Aristotle the fundamental characteristic of 
the soul is activity. Of activity he distinguishes three levels. At the 
lowest and simplest level is the vegetative, where action is manifested 
in growth, reproduction, and decay. At the next or intermediate level 
is the animal, where, in addition to the vegetative, activity is further 
represented by sensation, appetite, and locomotion. Both these levels 
of activity are found in the soul of man just as definitely as they are 
found at the vegetative and animal levels. But at the next level of 
activity, the level of reason, man has capacity for a kind of activity 
that differs not only in degree but in kind from the preceding two levels. 

Second, as to habit, it was Aristotle’s notion, like Plato’s, that 
young children were akin to animals in the way in which their activity 
was motivated by appetite. In their early behavior he found no evi- 

^ Abistotus, Politics, Bk. VII, Chap. 13. 
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dence of moral virtue arising out of their native endowment. On the 
contrary, virtue appeared to be a habit that had to be learned. Habit 
Aristotle described in definitely activistic terms. “For,” said he, “the 
things we have to learn before we can do them, we learn by doing 
them.”* Hence, the virtue to be learned through combining appetite 
and reason must wait till the maturing of the child’s rational powers. 

Third, as to reason, Aristotle formd it necessary to distinguish two 
aspects, the practical and the theoretical. The former of these, the 
practical reason, functioned with the two lower levels of the activity of 
the soul. It helped to curb and give direction to the proper expression 
of the soul’s appetitive activity. Morals and politics were the fields of 
its special endeavor. The latter, the theoretical reason, functioned as 
a pure activity on its own account. In this role reason was purely 
cognitive and engrossed in speculating on the nature of universal truth. 

So far no mention has been made of the norm that the educator 
should have in mind for the various levels of activity. No mention 
has been made of the particular habits or virtues in which the activity 
of the soul should be disciplined. The norm on which Aristotle 
thought everyone agreed was happiness. This was to be gained by 
the practice of virtue, the norm of which Aristotle approached by first 
inquiring as to the unique function or excellence of the activity under 
consideration. In the case of men this has already been seen to be 
his activity of reason. He is not distinguished by such activities as 
growth or sentiency, for, as already noted, in such activities he is in 
no wise different from the vegetative and animal levels of life. But 
reason is something that he alone possesses. Neither plant life nor 
animal life has it. Hence man’s unique excellence is his capacity for 
rational thought. Therefore the cultivation of the intellect is the chief 
virtue by which he achieves happiness. 

At this point it is important to remember that Aristotle differ- 
entiated between practical and theoretical reason. The difference is 
important because the virtues of practical reason that the teacher 
should aim at are not the same as those of theoretical reason. The 
virtue of practical reason is moral, while that of theoretical reason is 
intellectual. In practical reason, the activity of reason operates in 
conjunction with the activity of the appetites in such a way as to 
maintain a mean between the extremes of excessive and deficient 
activity. The virtue of courage affords a good illustration. An excess 
of courage would amount to foolhardiness, while a deficiency would 
constitute cowardice. And so it is with such other moral virtues as 
temperance, magnanimity, modesty, and righteousness. 

' AbistotIiE, Nicoviachean Elhia, Bk. II, Chap. 1. 
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In the case of theoretical reason, it will be remembered, the activity 
of reaeon functions purely on its own account. The aim of the 
activity of practical reason is in some moral or political product beyond 
itself, but the activity of theoretic^ reason has no end beyond itself. 
It is purely speculative. Indeed, Aristotle bestowed upon it the 
highest possible praise when he wrote, “The activity of God, which 
surpasses all others in blessedness, must be contemplative; and 
of human activities, therefore, that which is most akin to this must 
be most of the nature of happiness. . . . Happiness extends, then, just 
as far as contemplation does, and those to whom contemplation more 
fully belongs are more truly happy, not as a mere concomitant but in 
virtue of the contemplation; for this is in itself precious. Happiness, 
therefore, must be some form of contemplation.”* The educational 
corollary of this conclusion, the cultivation of intellect and knowledge 
for their own sakes, has exerted a powerful influence on the philosophy 
of education in practically every century since Aristotle’s death, the 
twentieth not excepted. 

It would bo a mistake to think that the norm of happiness, which 
was to be achieved through training and practice in the moral and 
intellectiial virtues, was purely individual in Aristotle’s mind. On the 
contrary, he held that happiness was the aim of education and the aim 
of the state as well. The good state, therefore, depended on being 
composed of good citizens. Good citizenship, however, was not a 
matter to be left to chance. Referring to a passage from Plato’s Lawi- 
Aristotle says, “We ought to have been brought up in a particular 
way from our very youth, as Plato says, so as both to delight in and 
to be pained by the things that we ought; for this is the right edu- 
cation.”* Hence the state should take a positive interest in the edu- 
cation of its citizens. Education should be a branch of politics, and 
indeed it is in his Politics that Aristotle gives his most systematic 
presentation of educational theory. It is most regrettable that he did 
not finish this section of his book or that only fragments of it remain 
extant. 

It will be remembered that the oughtness of “right education” in 
Plato’s philosophy stemmed from his theory that perfect and unchang- 
ing archetypal ideas lay back of the phenomena of the everyday world. 
Aristotle did not accept this sharp contrast between the apparent and 
the real and between the changing and the unchanging. In recon- 
structing this metaphysical conception, however, Aristotle did not dis- 
turb the idea that there was a “right education”; in fact, he accepted 

* Ibid., Bk. X, Chap. 8. 

‘ Ibid., Bk. II, Chap. 3. 
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it and put it on bo sound a basis that it was not seriously challenged 
till the nineteenth century. 

Instead of assigning abstract universal ideas an existence independ- 
ent of the world of flux and appearance, Aristotle contended that the 
universal is always to be found in and connected with some particular 
instance of its manifestation. The abstract concept of man, for 
instance, is always to be associated with some particular man, and 
each particular man in some measure manifests the abstract universal. 
This seems to afford the basis for a common-sense synthesis of the 
individualistic conception of knowledge put forth by the Sophists and 
the idealistic conception of knowledge propounded by Plato. 

In addition to laying this base for the resolution of the problem of 
the one and the many as it affected education, Aristotle offered a 
remarkably ingenious metaphysical theory to account for stability in 
the midst of change. The nucleus of this theory was the distinction 
between matter and form. To Aristotle, matter was formless and 
inert while form exhibited the principle of order, creativeness, or intel- 
ligence. The world, as we learn it, is the result of form operating on 
matter. Matter is constantly undergoing change as it takes on the 
various forms tliat arc imposed upon it. To state this differently, 
there is a continuous process from potentiality (matter) to actuality 
(form). But while matter is always changing, form is constant. Take 
any growing species such as an oak tree for illustration. Its active 
nature gets under way with its germination in the acorn. It puts 
forth a shoot above the ground, grows into a sapling, and later matures 
into a full-grown oak. At tliis stage it reproduces itself in the form of 
other acorns, which, under the proper conditions of soil, temperature, 
and moisture, reenact the same cycle of growth. The matter, or sub- 
stance, of the tree undergoes a number of changes, but the cycle, or 
pattern, of these changes remains the same from season to season. 
What is true of the oak species is true of other species as well, including 
the human. While Aristotle thus came to terms with the reality of 
change and becoming in a way that Plato never could, nevertheless he 
conceived of change as always occurring wthin inunutably prescribed 
limits. The ultimate effect of Aristotle’s theory on education w'as 
much the some as the effect of Plato’s theory. It caused educators 
to emphasize the formal aspects of learning and to set great store by 
those elements of the curriculum which w'ere permanent and enduring. 

CATHOLICISM — THOMISM 

The next important point of view to require a restatement of edu- 
cational philosophy W'as Christianity. Although Christianity became 
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a powerful moral and religious force during the Roman Empire, it was 
not till the end of the Middle Ages that a Christian philosopher turned 
his attention to its underlying theory of education. Fortunately for 
education the philosopher who did so at this time was none other than 
St. Thomas Aquinas (1225-1274), the “Angelic Doctor.” His edu- 
cational philosophy, presented in De magidro, talces on all the more 
significance since he was also the author of the Summa theologica, the 
standard authoritative work on Catholic theology to the present day. 
Rather neglected in his day, St. Thomas Aquinas's De magislro became 
the accepted pattern of the Catholic or Scholastic philosophy of edu- 
cation in succeeding centuries, especially the twentieth.* 

To begin again with the conception of the human nature to be 
educated, it is noteworthy that St. Thomas Aquinas held with Aristotle 
to the conception of the soul as an active principle. Hence education 
involved self-activity on the part of the learner. “ St. Thomas Aquinas 
illustrated his meaning here by comparing the art of the teacher to 
the art of the doctor of medicine. The doctor cannot heal the sick in 
body, he pointed out; with his therapy he can merely aid the body to 
heal itself. The body has natural potentialities for maintaining an 
equilibrium of health, and it is these which the doctor stimulates. 
So too with teaching; to put it ungrammatically, the teacher cannot 
“learn” the child. The teacher can only help the child to exercise his 
own natural potentialities for learning. Education, far from being an 
imposition on the child from without, is rather a solicitation of the 
child to exert the potentialities that lie within himself. 

While St. Thomas Aquinas clearly recognized that the child brings 
positive qualities to the educative process, he rejected the Platonic 
notion that these positive qualities consisted of innate ideas. He 
adopted neither the theory that learning was a recollection of these 
innate ideas nor the theory implied in medieval nominalism that ideas 


* For example, see J. Maritain, Education at the Croseroadii, Yale Umversity 
Press, New Haven, 1943. 

* In his editorial introduction to M. H. Mayer’s Philosophy of Tradiing of 
St. Thomas Aquinas, pp. 4-24, The Bruce Publishuig Company, Milwaukee, 1929, 
E. A. Fitzpatrick calls this activity concept “progressive, evolutionary, and 
developmental.” Furthermore, he thinks it anticipates Dewey’s emphasis on 
growth, self-activity, and experience. These remarks are probably overstate- 
ments. St. Thomas Aquinas’s views are progressive, evolutionary, and develop- 
mental only in an Aristotelian sense, not in a Darwinian sense as is the case with 
most progressive educators of the twentieth century. Similarly, St. Thomas 
Aquinas deals with growth, self-activity, and experience in an Aristotelian sense, 
too, and not the experimental sense employed by Dewey. For further exposition 
of these points see supra, p. 20, and infra, pp. 129-132, 237-240. 
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are but names for particular things, knoTrledge of which is primarily 
learned through the senses. Instead, he preferred to explain learning 
through the key distinction Aristotle made between matter and form, 
potentiality and actuality. If ideas were innate at birth, they would 
exist in actuality and would be merely awaiting the removal of an 
impediment to their seizure. St. Thomas Aquinas took the view that 
ideas, instead of existing in actuality, existed merely in potentiality 
and that therefore learning was an actualization of this potentiality. 

The chief potentiality that the learner has is a capacity to form 
universal concepts. This potentiality, however, is effective only as it 
is developed in conjimction with some actual or particular object or 
species that is an instance or embodiment of the universal. When the 
senses report the object, its essence is stripped of accidental qualities 
and presented to the intellect. The intellect, then, by virtue of its 
inherent potentiality to conceptualize, makes the sensible concept over 
into an intelligible one. Thus learning as an actualization of the 
potential turns out to be a connecting of the universal and the par- 
ticular, of relating form and matter.^ As a matter of logic, learning is 
identifying objects and assigning them their proper classifications. 

The process of conc.eptualization, St. Thomas Aquinas pointed 
out, is the same whether the pupil’s senses were stimulated by physi- 
cal objects in the environment or by the written or spoken word of 
the teacher. In both cases the intellect seizes upon the intelligible 
essence or meaning of what is presented through the senses. “Yet,” 
St. Thomas Aquinas significantly added, “the words of the teacher 
have a closer relation to causing knowledge than have the mere per- 
ceivable things outside the mind, inasmuch as words are symbols of 
intelligible content.”® No doubt St. Thomas Aquinas was on strong 
ground in asserting that conceptualization occurs more readily through 
the employment of words or symbols, themselves a sort of concept. 
But the perversion from which this doctrine suffered for many cen- 

’ St. Thomas Aquinas explained this further in De rruigistro: "Likewise, wc 
must say about the acquisition of knowledge that there preexists in us certain 
potentialities of knowledge; namely, the first concepts of the intellect which are 
recognized immediately by the light of the active intellect through the species 
abstracted from sense impressions, whether the concepts be complex as axioms or 
simple as an idea of being, or unity, or something of this nature which the intellect 
grasps immediately. From these universal principles all principles follow as from 
germinal capacities. When, therefore, from these universal cognitions, the mind 
is led to know particular things in actuality which before were known potentially 
and, as it were, under the aspect of the universal, then one is said to acquire 
knowledge.” Quoted in Mayer, op. ext., p. 51. 
p. 15. 
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tunes of educational histoiy was the almost exclusive emphasis placed 
upon liteiaiy education through books. 

So far only the influence of Aristotle is clearly discernible in the 
Scholastic philosophy of education. The Christian contribution has 
not been made apparent. This latter contribution is not so much 
found in De magisiro as it is gathered from Scholastic or Catholic 
philosophy in general. The distingmshing feature of Christian teach- 
ing is its supematuralism. For the most part Aristotle’s conclusions 
were sound so far as unaided human reason was concerned. With the 
further aid of supernatural revelation, as entrusted to the Christian 
tradition, St. Thomas was able to recast philosophy in a form which 
has been so enduring that Scholastics often refer to it as the phUosophia 
perennis. 

With the aid of reason alone Aristotle had arrived at his famous 
distinction between matter and form. In his theory of causation he 
had reasoned even further to the conclusion that at the beginning of 
the world there must have been some pure form which determined the 
shape or order of all things to come. This pure form, or pure act as 
contrasted with potentiality, was identified with reason. We come 
upon the same thought in the Bible, when we read that “In the begin- 
ning was the Word, and the Word was with God, and the Word was 
God.’’* This statement is known as the doctrine of the logos (Greek 
X670S; English “logic”). While “word” is undoubtedly the primary 
meaning of the Greek word logos, a freer and probably more appro- 
priate translation in this text would have been “reason.” Be that as 
it may, we probably have here in the first sentence of the Epistle 
according to St. John a most interesting early endeavor to make 
Christianity and Greek philosophy acceptable to each other. By this 
interpenetration of culture it becomes the revealed God of Chidstianity 
who is the Aristotelian pure form, pure act, the first cause uncaused, 
the creator and sustainer of all truth and goodness. 

Placing God at the center of Christian philosophy had very definite 
educational consequences. For one thing, it made thel^cholastic phi- 
losophy of education strictly authoritarian} Since Jesus “taught . . . 
as one having authority,”* in the same spirit the early and medieval 
church executed its Master’s mandate, "Go ye therefore, and teach 
all nations . . . : Teaching them to observe all things whatsoever I 
have commanded you.”* Wot only was Scholastic teaching author- 
itative; it was often dogmatic as welly But it could well afford 

* John, 1: 1. 

' Matthew, 7: 29. 

■ Matthew, 28: 19-20. 
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to be SO if the doctrine taught was predicated not only on right reason 
but on the unimpeachable authority of divine revelation. 

For another thing, (this supernatural philosophy of education was 
theocentric in its aims^ These were of two sorts, ultimate and proxi- 
mate. The ultimate aim of Christian education turned on man’s 
ultimate end, or destiny^ To find that out, one had to go back to his 
origin to inquire of man's Maker, God, for what purpose he had made 
him. According to the Christian tradition God made man after his 
own image, to serve and love him and after death to enjoy eternal 
happiness with him. (fhe proximate aims of education were more 
immediate in character, having to do with such matters as citizenship 
and vocation and, at a later day, health and nationalism. Although 
the proximate aims of Christian education were more taken up with 
the here and now, it should not be forgotten that they were always 
measured in the perspective of the ultimate theocentric objective^ 

In order to serve God one had to know and obey his moral law; 
one had to habituate himself in Christian virtues. Here again the 
influence of theocentricism is evident. The Scholastic philosophy of 
education noted two kinds of virtues, the natural and the supernatural. 
In respect to the natural virtues they took over the Aristotelian dis- 
tinction between moral and intellectual virtues. In Aristotle’s mind 
there was no doubt that education in the intellectual virtues was 
superior to education in the moral ones. Among the Scholastics, how- 
ever, there was some difference of opinion on this point, a difference 
that has persisted into succeeding centuries. The Franciscans seem 
to have stressed the moral virtues, the Dominicans the intellectual 
ones, while the great teaching order of the Jesuits took a middle 
position. 

More distinctive of the Scholastic Christian philosophy of educa- 
tion was the addition of supernatural virtues as habits to be cultivated. 
The supernatural virtues are three in number — faith, hope, and 
charity. Faith is knowledge of God, hope a desire for God, and 
charity a love of God. The supernatural virtues, however, are not 
learned like the natural ones. Since there is no knowledge of God in 
the senses, learning cannot proceed as a coordinate effort of intellect 
and senses, as described earlier by Aquinas. Instead, the supernatural 
virtues are “infused ’’ by sanctifying grace. Yet, though they are free 
gifts of God, their origin does not relieve the individual of the duty of 
constant effort at self-improvement. 

Another thing to note as a distinctively new contribution made to 
the philosophy of education by Christianity is its conception of original 
sin. In the Sophist philosophy, which made the individual man the 
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measure of what is educationally good, there was an essential hopeful- 
ness about the fundamental goodness of man's nature. In Christi- 
anity there was a sharp warning against any such optimism. The 
Judaeo-Christian tradition noted that at some time in the past — in 
the Garden of Eden, according to the Book of Genesis — Oman’s nature 
had been in complete order. Owing to the sin of his first ancestor, 
man fell from his former exalted condition and in doing so suffered a 
wounded original nature. Consequently, instead of all his inclinations 
being orderly and praiseworthy, some of them are now disorderly and 
not to be depended on. This was felt to be particularly true of bodily 
inclinations as compared with those of the soul, a contrast that incor- 
porated into the Christian philosophy of education the old Platonic 
dualism between appetitive and rational functions. Christian edu- 
cational philosophy, therefore, tended to distrust educational proce- 
dures that were predicated on unreconstructed human nature alone. 

Happily there was also a brighter side to this picture. Man’s 
nature, though fallen, was not wholly devoid of regenerative powers. 
It was redeemed through the grace of God and the example of the 
God-man Jesus. In educational terms this meant that by self-activity, 
as St. Thomas Aquinas described it, and by the aid of a divinely 
appointed teaching church, man could hope to repair the deficiencies 
in his original nature. 

Moreover, this hope was held out to all mankind. This final fact 
is of stupendous significance for all future philosophy of education. 
While Greek educational philosophy had had a high regard for the 
worth of the individual, tfiis regard was circumscribed in application. 
It included only Greeks and at that only Greek males who were free- 
men. The worth and dignity that the Greeks attached to only a few 
Christianity extended to all mankind. In Christianity all persons, 
whether Greek or barbarian, slave or free, black or white, male or 
female, were children of God and, because children of God, of infinite 
worth. 

The Aristotelian-Thomistic synthesis was so inclusive and so closely 
reasoned that it stood for many centuries. Indeed, it still stands as 
the philosophia perennis of the Catholic Church. During the Renais- 
sance it was the underlying philosophy of Humanistic education. The 
Renaissance, it wiU be remembered, was a rebirth of secular interests 
after the long preoccupation with religious matters during the Middle 
Ages. From an absorbing concern in God and angels, full attention 
was turned on man and human interests. “By the nature of man we 
mean, as a rule,” said the great Humanist Erasmus (1466-1536), in his 
treatise on education, De pueris insUiuendis, “that which is common to 
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Man as such: the characteristic, namely, of being guided by Reason.”' 
What could be more Aristotelian than this emphasis on intellectual 
education? And, to remember St. Thomas Aquinas's preference for 
education through the symbols of written and oral speech, what better 
authority than St. Thomas Aquinas for a Humanistic education that 
concentrated so heavily and almost exclusively on literary classics as 
did that of the Renaissance. 

PROTESTANTISM 

Yet, in spite of its prestige, the Aristotelian-Thomistic synthesis did 
not go unchallenged. It was consistently pursued by the irrepressible 
nominalism of the Middle Ages. Doubts were continually raised as 
to whether or not Aristotelian-Thomistic philosophy emphasized the 
supernatural at the expense of the natural, the universal, or whole, 
at the expense of the individual, or accidental, and intellect and ver- 
balization at the expense of sense experience. The philosophies of 
education that arose to compete with those of St. Thomas Aquinas and 
Aristotle during the Protestant Reformation and after tended to give 
nominalistic answers to these doubts, that is, to give greater emphasis 
to the natural, to the individual, and to the sensory in their Ques- 
tional viewpoints. 

The first shift away from the Aristotelian-Thomistic synthesis as a 
basis for Christian educational theory was made by Protestantism. 
The nominalistic feature of Protestantism was the importance it 
attached to the individual. Whereas in the Greek and medieval 
systems of philosophy the individual had been but the channel through 
which the universal or reason expressed itself, under Protestantism 
the individual became an independent agent free to acquire knowledge 
for himself. Formerly, also, it was thouglit conceit and unseemly 
pride for the individual to depend upon his own judgment as against 
the collective authority of the ecclesiastical hierarchy. During the 
Protestant Reformation, however, independent thinking on the part of 
the individual was encouraged as the cutting edge of ecclesiastical reform . 

It is surprising, however, how little this spirit of Protestantism 
affected educational theory in Protestant schools during the Reforma- 
tion and for a long time thereafter. Instead of looking to education 
to release individuality as the instrument for renewing the spirit of 
continuous reform in each succeeding generation, Protestantism appar- 
ently became frightened at the imcertainties that might be released. 
Even Martin Luther (1483-1546), who had successfully broken with 

* WooDWABO, W. H., Eratmui on Education, p. 195, University Press. Cam- 
bridge, Msss., 1904. 
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the authority of the Catholic Church, found it necessary to appeal to 
some authority to settle disputes with those who would break with him. 
Instead of a divinely appointed teaching church Luther set up the 
Bible as the ultimate authority on what God demands of individuals. 
Although presumably the individual was still free to interpret the 
Book, it is notorious how as a matter of fact, not only the Book, but 
textbooks in general came to enslave the minds of children. So it was 
that Protestantism, whatever its religious and political effects, made 
no immediate or indigenous innovations in educational philosophy. 
Except for a slight shift in emphasis, the philosophy underlying Prot- 
estant education was as authoritative as the Aiistotelian-Thomistic 
philosophy. 

Similarly, Protestant Christian education accepted with modifica- 
tions the main tenets of the Thomistic conception of the fallen nature 
of man. The most notable alteration in this doctrine was that made 
by John Calvin (1509-1564). He reasoned that man’s nature is not 
only originally corrupt but utterly corrupt. Only God’s omnipotence 
can save man; and since God is also omniscient, it must already be 
known to him — hence foreordained — who is to be saved. Those who 
are saved enhance his mercy; those who are damned enhance his 
justice; both alike enhance his glory. This depressing doctrine of 
Calvin’s occupied a very prominent place in the thinking of the 
Puritans who settled in America. It is small wonder, therefore, that 
the educational theory undergirding early colonial schools in New 
England viewed children as “limbs of Satan’’ and hence sought to 
inhibit many of their natural appetites and interests as inclinations 
toward evil. 

In other respects Protestantism seems to have taken over the 
Aristotelian-Thomistic view of education quite completely. It took 
its ultimate aim of education from man’s immortal destiny. The 
proximate ends of both Lutheran and Calvinistic education were voca- 
tional and civic. Perhaps, if anything, Protestantism was a little 
quicker than its Catholic parent in making explicit the educational 
implications of the Christian doctrine of the fatherhood of God, for it 
insisted on schooling for all children. John Knox (1505-1572), the 
great leader of Calvinism in Scotland, even laid down the ethical 
injunction that “No father of what state or condition whatever he 
may be, may use his children at his own fantasy, especially in their 
youth, but aU must be compelled to bring up their children in learning 
and virtue.’’* 

‘ Quoted in P. Monroe, Founding of the American Public School System, p. 24, 
The Macmillan Company, New York, 1940. 
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NATtniALIBM 

The second and more fundamental shift away from the Aristotelian- 
Thomistic basis for educational philosophy was that engendered by the 
growing naturalism of the seventeenth and eighteenth centuries. The 
spearhead of naturalism was the new and rapidly expanding interest in 
science. The scientific interest was considered nominalistic and a 
trend away from the Aristotelian-Thomistic world frame, for it leaned 
heavily on the knowledge reported by man’s senses. This departure 
was the more radical in that in these centuries accumulating scientific 
evidence was seriously contradicting much that was previously 
regarded as authoritatively established about the world. 

To be sure, Aristotle and St. Thomas Aquinas had reserved an 
important role for the senses in learning, but unfortunately the senses 
were hobbled by certain predilections and preconceptions. For one 
thing, the medieval mind had a predilection for such immaterial and 
therefore insensible concerns as a knowledge of God. Likewise, the 
Humanism of th(' Rcnais.sance had a predilection for man rather than 
nature. For another thing, the Aristotcliaii-l'homistic method cen- 
tered in an inejuiry into the purpose or form of a thing and an assign- 
ment of it to a place in a preconceived hierarchy leading to pure form 
The startling thing that the new sensory data of science reveahid was 
that relations in the world of nature did not as a matter of fact stpiaro 
with ancient preconceptions. The planets, for instance, instead of 
revolving in perfect circles, as the preconception of a God of pure and 
perfect form demanded, moved in elliptical orbits. Olndously there 
was need for a new world frame to synlliesiKe the novel data. This 
need was heralded by the publication of Francis Bacon’s Advancement 
of Learning and Novum Organon. It was only gradually and througli 
numerous writers, however, that the dimensions of tliis new world 
frame became evident in their Ix’arings on educational philosophy. 

The first dimension to be established in the new naturalistic phi- 
losophy of education was the importance of conducting education in 
accordance with nature. Earhest to give extensive theoretical con- 
sideration to this educational orientation was Johann Amos Comenius 
(1592-1670), the great Moravian educator. As a Protestant clergy- 
man he entertained the conventional Christian conviction as to the 
fallen nature of man. Yet he did not, on this account, hold nature in 
low esteem, as was usual in most Protestant and Catholic thinking. 
On the contrary, in his most renowned educational work, Didactica 
magna, he dcclarod, “If we wish to find a remedy for the defects of 
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nature, it is in nature herself that we must look for it, since it is certain 
that art can do nothing unless it imitate nature.”^ Like his prede- 
cessor Wolfgang Ratke (1571-1C35), therefore, Comenius sought an 
educational procedure that, instead of doing violence to natural 
processes, cooperated with them. 

SKNSE REAIABM AND EMPIRICISM 

The second dimension of the natumlistic philosophy of education 
elaborated by C'omcnius was an emphasis on learning through the 
senses. It is they that are the clue to the natural method of learning. 
In contrast to the highly verbalist ic education of siiventeenth-century 
Humanism both Comenius and his pMuliicessor Wolfgang Ratke 
emphasized the importance of sense experience of things. First the 
thing and then its exposition wa.s Ratke’s advice to teachers, while 
Comenius urged that thing and symbol should accompany each other. 
Comenius drove the point luimc mast effectively in his famous text- 
book Orhis piclus. Here, capitalizing on the sense of sight, he wrote 
the first text utilizing pictures. 

In spite of the advance that Comenius represented in educational 
theory, he was far from stating an oxiierimental pliilosophy of edu- 
cation. The scope of his educational outlook included much more 
than teaching a knowledge of natural phenomena through sense impres- 
sions. He wanted to teach all knowledge, and his plan for doing so 
has been called “pansoplii.sm.” Integrated in tliis plan was much 
that was still Scholastic in character. According to Comenius a true 
knowledge of tilings could only be had by understanding how they 
came into existence. Kach thing, he held, came into existence accord- 
ing to its “idea.” In nature these tilings differed in their accidental 
manifestations. Nature was thus an cctype of God, who was the 
archetypal idea. Unlike many later scientists, Comenius still had 
hopes of knowing the ultimate nature, or quiddity, of things. 

Further theoretical support for educational emphasis on the senses 
was received from I’ietisin. Pietism in Germany — Methodism in 
England — was a reaction from rationalism in religion toward religion 
as a vital inner experience or light. This validation of religion by an 
inner sense of faith found outward educational expression in a learn- 
ing process al.so validated in sense experience. Chief leader in this 
pietistic educational development was August Hermann Francke 

' Keatinoe, M. W., Comenius, p. 62, McGraw-Hill Book Company, Inc., 
New York, 1931. 
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(1663-1727) and chief educational embodiment the ReaUchule {Realim, 
German for “real things” or science) Inaugurated by oue of Francke’s 
pupils and later to become the leading German school with a mainly 
Bcientific curriculum. 

The sense dimension of the new naturalistic philosophy of educa^ 
tion was given stUl further definition and grounding in the empiricism 
of John Locke (1632-1704). Locke seems to have been the most 
notable philosopher-educator to try to clear up common misunder- 
standings by concentrating, not on an explication of what knowledge 
is about, but on an analysis of how human knowledge is learned. In 
his Essay Concerning Human Understanding Locke proposed the theory 
that all knowledge in the mind derives from the observation of the 
facts of sense experience. Positing that the mind is like a tabula rasa, 
or blank tablet, at birth, he described learning as the impressions made 
thereon by report from the senses. The rigor of this psychological 
doctrine he mitigated only slightly by conceding that the mind has a 
faculty for discriminating, comparing, and generalizing its sense 
impressions. In spite of this concession, there can be no doubt that 
this empiricism was a powerful prop for the naturalistic philosophy of 
education which was in the making.* 

If Locke’s analysis of the structure of human understanding was 
right, it marked the definite end of certain long-standing educational 
presuppositions. Principally, it put an end to the Platonic notion in 
any of its lingering forms that man was bom with innate ideas. Ideas 
about God, the sense of right and wrong, logical propositions like the 
principle of contradiction, and mathematical axioms, which hitherto 
had been thought to be self-evident and unlearned, were claimed by 
Locke to be learned through the senses. Proof of his claim he found 
in the observed fact that they were not always self-evident to people 
of every period or every locality. Indeed, Locke went so far as to 
attack the Christian notion of the corruptness of human nature, con- 
tending that children were good or evil according to their education. 

While Locke’s empirical theory of knowledge was implicitly the 
one that science had been employing to explore the world of nature, its 
educational application was much more passive. Instead of utilizing 
the senses as the adventurous scouts of a contriving mind, as did the 
Bcientists, educators employed them for more purely cognitive pur- 
poses. Mind, too, was treated cognitively by educators and largely 
made into a registry of sense impressions. Learning became receptive 
rather than active. At best, activity was but a tag end to provide 
drill or to complete forms already outlined. 

' For a fuller psychologicsl treatment, see infra, pp. 141-143. 
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HAnONALtSU 

A third dimension of the naturalistic philosophy of education is to 
be found in the new and preeminent importance assigned to reason 
and its naturalization in the eighteenth century. , In spite of the new 
physical world that the senses revealed to science, it became no less 
evident that the senses were not wholly or invariably reliable. Had 
not Copernicus, for instance, shown that our senses deceive us when 
we think that the sun revolves about the earth? And had he not by 
a gigantic effort of reason based on ptainstaking observation come to 
the opposite conclusion, namely, that the earth revolves around the 
sun, and this against all authoritative statement to the contrary'? It 
was reason again that enabled Descartes and especially Newton to go 
further than Copernicus and replace the Aristotelian hierarchy of 
essences with mathematical formulas that described the physical rela- 
tions of the universe with a uniformity and simplicity that has won 
the admiration of history. 

The marvels performed by reason on the new data afforded by the 
senses led in the eighteenth century to what has been called the "age 
of reason." What is novel and significant about this age of reason is 
the overwhelming confi.dence that it engendered in human reason 
unaided by the authority of the classics or by Christian revelation. 
The ability of man to stand independently, on his own reason, led to 
a new conception of him. Hitherto a concoction of the physical and 
spiritual worlds, he was now for the first time considered a product 
of nature alone. Search was instituted for the natural laws of his 
behavior. Man being a creature of nature, it was thought he must 
be governed by uniform laws, like any other aspect of nature. Far 
from depreciating his worth, this new inclusion of man in nature 
actually enhanced his dignity in a maimer quite different from the 
Christian tradition. 

More than any other, it was the great Swiss educator Pestalozzi 
(1746-1827), who was first successful in predicating educational theory 
and practice on an observation of what be took to be the uniform laws 
of human nature. While his approach to education was probably 
scientific — and we have Herbait’s word for it that Pestalozzi did not 
intend to introduce the ideas of critical philosophers into his con- 
clusions — there is no doubt that his implicit theory was naturalistic. 
Thus, he had a conception that the course of nature is undeviating, 
wherefore there could be but one sound pedagogical method. Further- 
more, in his writings he frequently used such phrases as “psychological 
necessity,” “the mechanism of human nature,” or “the mechanical 



118 


A HISTORY or THE PROBLEMS OF EDUCATION 


form of all instruction.” These phrases, together with his own 
“object” method of instruction, show the extent to which Pestalozzi 
was trying to bring education into harmony with the scientific natural- 
ism of his day. 

The effect of rationalism was also evident in the social theory of 
education. Tliis is clearest in the thinking of Ilelvetius (1715-1771), 
the French philosopher. If man is governed by natural laws, then 
their discovery will enable him to direct his education toward pro- 
gressively improving social conditions. Ilelvetius thought he had the 
main law for this improvement in Locke’s empiricism. Indeed, he 
went further than Locke and claimed tliat nothing is in the mind, not 
even such powers as comparison and generalization, save as it is intro- 
duced through the senses. From this it was but a step to the further 
conclusion tliat man is nothing but the product of his education.' 
Inequalities among men are due, therefore, not to any Aristotelian 
hierarchy of social class or to divine ordinance, but to unjust laws and 
inequalities of educational opportunity. Thus, in one bold leap of the 
imagination, social institutions, too, are seen to be subject to the 
critical methods of rationalism and empiricism. Henceforward, insti- 
tutions are to be rationally judged by their effect on man rather than 
by authority and superstition. In order to ensui'o the maximum edu- 
cational development of man, social institutions must be kept flexible 
and progressive. 

Yet what was the naturalist’s norm of education.ol progress? 
Unlike the immutable aim of the Aristotelian-Thomi.stic plulosophy, 
the French revolutionary Uondorcet (1743-1794) hazarded a belief in 
the "indefinite perfectibility-” of man. In other words, so far as one 
could see, progress has no end save more progress. Does this mean 
that the naturalistic philosophy of e<lucation took no account of 
religion? No, but the religion of naturalism was “deism,” the rehgiori 
of reason. In deism, God is not so much transcendent as immanent 
in nature and responsible for the harmonious and orderly laws that 
according to Newton’s mathematics nature observes. It was upon 
some such ultimate ground as this that the American educator Horace 
Mann (1796-1859) restc^d liis belief in public education when he 

'The English industrial philanthropist Robrrt Owen (ITTl-lSSSl, is reported 
by John Oriscorn to have cutertaiiicd a similar view in the school he established 
for the children of his factory workers. “All you have to do, therefore, is to sur- 
round him [man] with circumstances exactly adapted to the dispositions and habits 
he ought to possess, and he would beemme just what he should be. His evil pro- 
pensities would be cither entirely suppressed, or they would be rendered harmless, 
by the irresistible weight of the good example around him.” Kniuut, E. W., 
Reports on European Education, p. 104, McGraw-Hill Book Comnany, Inc., New 
York, 1931. 
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declared himself confident that the right of every child to education is 
a principle of natural law “clearly legible in the ways of Providence as 
these are manifested in the order of nature.”^ 

nOMANTICIBM 

The last dimension in the naturalistic philosophy of education, 
romanticism, was in many ways the most important of all. Certainly 
it was the one that probably most influenced the succeeding nineteenth 
and twentieth centuries. Romanticism was a reaction to an excess of 
rationalism in the age of reason. Autonomo\is as reasem had appeared 
in disclosing the new world of science and in attacking old social abuses, 
nevertheless it became evident that its emphasis was one-sided. Man 
does not live b.>' dispassionate science aloiu;. Moreover, Newtonian 
as nature may be, nalure is more than mathematical relations. In 
addition to reason man also has feelings, which are just as much 
a part of nature as reason is. 

It was Rousseau’s Emile that popularized this aspect of naturalism 
in educational philosophy. Himself a man of intense feeling and 
emotion, Rousseau (1712-1778) laid his mnit> emphasis on the volun- 
tary impiilscs of children. The three, main infliw'nccs on education, 
he maintained, are nature, men, and things. Of the three, men and 
things C!ui b(' consciously (amtrolled, while nature is an independent 
datum, or given. 'J'herefore, nature is tlie controlling consideration 
to which the other two influeiuies juiist Ik- subordinate for a complete 
education. “I'he spontaneous development of oui- organs and facul- 
ties constitutes tlie education of nature,’’ said Rousseau.® Nature 
must have free play; it must be uuiulu’bited.’ Not only are native 
sentiment and impulse the point of departure for edueationul theory 
and practice; they arc also the norm. Rousseau definitely broke 
with what had been Christian educational philosophy up to this point, 
in affirming tliat cliild nature is fuiul,amcntitlly good, not fallen. 
“Everything is good,’’ he rvrote in Emile, “as it comes from the hands 
of the author of nature.’’^ 

* Mann, M., Life and Works of Horace Mann, vol. 3, p. 533, Horace B. Fuller, 
Boston, 1868. 

® AnoHiaii, R. L., Honsseau on fJducalion, p. 56, I'l. Arnold, Ivondon, 1912. 

’ In a remarkable passage Martin Luther semis to hai c had some insight into 
this matter. “ Now siiiee the young must leap and jump, or have .something to do, 
because they have a natural desire for it which should not be restrained (for it is 
not well to check them in everything), why should wc not provide for them such 
schools, and lay before them such studies? By the gracious arrangement of God, 
cliildien take delight in acquiring knowledge.” Paintcb, F. V. N., Luther on 
Jiducalion, p. 198, Lutheran Ihjblication Society, Philadelphia, 1889. 

* Abcbnh, op. oil., p. 55. 
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The romantic naturalism of Rousseau’s educational theory will 
perhaps stand out more clearly if it is distinguished from some of its 
forerunners. One must be careful, for instance, to distinguish what 
is novel in Rousseau's emphasis on education through such organs of 
nature as the senses. On this point he was preceded by Comenius 
and Locke. However, while Rousseau in his turn emphasized the 
importance of the senses for cognitive learning, he went further and 
stressed their sensuous enjoyments, too. Knowing the tingle of his 
own senses so well, he insisted that education capitalize on this vital 
motivating force. The prominence of motivation or interest in 
all subsequent educational philosophy owes much to this romantic 
origin. 

Again, there is nothing entirely novel in Rousseau’s emphasis on 
the instinctive activity of the child. Aristotle had already made 
activity the distinctive characteristic of the soul, and St. Thomas 
Aquinas had even declared that learning is fundamentally self-active 
and self-assertive. What shows the importance Rousseau attached 
to self-activity was his unwrillingness to interfere with its spontaneous 
expression. In the Aristotelian-Thomistic philosophy of education, 
self-activity was bridled by good habits or virtues. Rousseau, on the 
contrary, recommended the habit of having no habits. He was dis- 
trustM of the artificiality of human conventions. “Everything 
is good as it comes from the hands of the author of nature,’’ he said 
but added, “everything degenerates in the hands of man.’’* 

Consequently Rousseau’s romanticism led him to what many have 
thought an antisocial theory of education. Depreciating the education 
of man the citizen governed by artificial or degenerate conventions, 
Rousseau tended to idealize the education of man in a pure state of 
nature. Hence the romantic reverence for the noble savage as an 
educational norm. Hence, too, the idealization of education in a 
rural rather than an urban environment. Yet it would be a grave 
misreading of Emile to think that Rousseau did not contemplate 
Emile’s entrance into social relationships. As a matter of fact, he 
gave much space to it even if he did not finally and completely resolve 
how man’s natural spontaneity is to be preserved where it conflicts 
with a similar spontaneity in others. 

IDEALISM 

So far in the history of educational philosophy there had been 
little or no doubt in the minds of men from Socrates to Rousseau that 
'Ibid, 
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the learner could come to know the world as it really exists. To be 
sure, there were differences of opinion among educational philosophers 
as to the nature of the world and as to the way in which the learner 
acquires knowledge. Yet there was no doubt that, with persistence 
and refinement of effort, accurate knowledge of reality could be 
acquired. This happy confidence, however, was severely shaken 
toward the end of the eighteenth century. 

Oddly enough, the trouble began with Locke. Relentlessly 
pursuing Locke’s empiricism to its logical conclusion, the English 
philosopher David Hume (1711-1776), refused to accept any knowl- 
edge as valid for which he could find no antecedent sense impression. 
By turning this criterion on such a common notion of science and every- 
day life as causation, for example, he showed that the only perceptible 
relation between cause and effect was priority in time and contiguity 
in space. Cause and effect Avere not an observed event but an infer- 
ence based on custom. The transformation of the power or agency 
of cause into mere temporal antecedency and spatial proximity was so 
contrary to notions of common sense that many came to be seriously 
skeptical over the possibility of acquiring accurate knowledge of 
reality. 

The skepticism of Ilume aroused the German philosopher 
Immanuel Kant (1724-1804), to a line of reasoning that not only 
stirred up the so-called “Copemican revolution” in philosophy but 
that also profoundly influenced educational philosophy in the nine- 
teenth and early twentieth centuries. Conceding the cogency of 
Hume’s logic, Kant admitted the impossibility of learning to know 
objective reality as it really is — das Ding an sich. However, he set 
about the task of giving a defensible account of common-sense notions 
about the world, which had been so seriously undermined by Hume. 
Here he came to the startling and revolutionary conclusion that 
phenomena like causation, time, and space are a priori categories 
of the mind. The mind is so constituted that it can understand the 
world only in terms of these categories. Traits hitherto thought to 
belong to objective reality were now seen to belong to the human mind. 
Instead of mind conforming to objective reality in the learning process, 
reality or the world was assimilated to the mind. In short, the mind 
imposed its subjective categories upon the world. 

This reorientation of epistemology, or the theory of knowledge, had 
extensive effects upon educational philosophy. Most notably, it 
required a reconstruction of the spectator theory of mind and educa- 
tion. Since the assumption up to this point had been that reality 
could be known, most philosophies had treated the mind of the 
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learner more or less like an intricate photographic process. Its func- 
tion was to make a copy of reality. All this would have to be changed 
if the Kantian analysis was sound, ^nstead of copsdng the world, 
each learning mind would now have to build forth from within itself 
its own idea of the world. Hence tliis educational philosophy has 
been known as “idea-ism,” or idealism, the I being introduced for 
euphony.! ' Its emphasis on the inner state of mind or feeling of the 
individual bore an obvious resemblance to romanticism.^ 

(The greatest development of idealism in educational philosophy 
took place in Germany^- Several sorts are to be noted, each varying 
with its author’s inner sense; of what was most real and important. 

central theme of Kant’s lectures on education was moraiy This is 
definitely in line with his general philosopliic writings. ^Children 
should be trained to act, not as they Avant, but as they ought. The 
sense of oughtness, Kant held, is the prfxluct not of experience but of 
the a priori structure of the will. Although this will has a native 
inclination tow'ard righteousnes.s, it is impeded in realizing itself by 
more immediate desires. Kducation, therefore, is a pliase of aiding or 
training the righteous will to «;alize itse.lf. 

It is not enough, however, to haA'c a good will ; the will must also be 
given some clue as to the direction in which it may hope to realize 
itscilf. This JCant laid doAvn in a practical impfwativ^ “So act,” 
he enjoined, “as to trcfat humanity, whether in tliinc own person or in 
tliat of any other, in every case as an end withal, never as a means 
only.”’! The statement is novel, but the ethic, of course, is at least 
as old as Christianity, if not older. It deseiwes added mention here 
becausrf it became the essence of the later phrase “respect for per- 
sonality^ in democratic educational philosophy.^ 

^Kantian idealism avii.s fuither developed in the philosophy of 
Georg Wilhelm Friediich Hegel (1770-1831)^ Like Kant, Hegel 
gave relatively scant <lireet attention to educational philosophy. 
HoAvcver, the broad outlines of his position, which Karl Rosenkranz’ 
(1805-1879) later elaborated in detail, arc easily to be seen in his 
passing remarks on education as they are embedded in a more general 
philosophical context. (Ilcgel objected to predicating the phenomena 
of experience on some thing — like the Kantian unknowable Ding an 
sich — that lay behind e.\pericncc. To him a mind was predicated 

* Kantian idc.alism in rduralinnnl philosopliy aliould not be confused with 
Platonic idealism. The base- for Platonic idealism was more metaphysical, while 
that for Kantian idealism was more epistemological. 

* Kant, I., M etaphysics of il orals, Pt. I, Bk. IT, Chap. ] , Sec. 25. 

> Rosenkuanz, K., Pedagogics as a System, R. P. Studley Co., St. Louis, 1872. 
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on nothing save its own experiencing or thinking. The process of 
thought was itself the basic reality; nothing lay behind it, beyond it, 
or outside it. Absolute Mind, Idea, or Spirit ■was continually evolving 
in self-consciousness of the Plan its own development set forth. This 
development was objectified in nature and, even more important for 
education, in social institutions. Indeed, the history of social institu- 
tions was no more than successive stages of the Absolute realizing 
itself. The child mind achieved self-realization by participation in 
social institutions, that is, by participating in the Absolute Mind 
realizing itself. Yet, in spite of his great emphasis on process, Hegel 
did not conceive that man’s self-realization stretched on indefinitely 
into the future, as did Condorcet. More like Aristotle, Hegel allowed 
only latitude for creative self-malization witliin the limits of an already 
complete and self-realized Absolute.* 

It is in analyzing the process of sidf-rcalization that one can best see 
the educational bearing of the foregoing, for,(to the Hegelian idealist, 
education is essentially a process of self-realization. The dynamics 
of self-realization consist basically in a dialectical process of recon- 
ciling opposite^ Educationally one commences ivith the thesis 
that the child begins his life in bondage to nature. He is a creature of 
subjective sense, feeling, and impulse. The opposite, or antithesis, 
of a life in bondage to nature is the free life of objective mind or 
spirit. To reconcile or achie.vc a synthesis of these opposites, “self- 
estrangement” is necessary. Self-estrangement is a break the child 
makes during adolescence from the whim of feeling and impulse. 
He comes to realize the inadequacy of all experience that is merely 
indmdual. Consequently, he l)egins to reach out for that which is 
universal in the life of imagination and thought. Indeed, obedience 
to the universal, to the AbsohiUi, is the beginning of wisdom according 
to Hegel. The school is of preenvinent importance as the social agency 
through which the universal is brought within reach. And in the 
school the universal is most accessible in the literatures of Gi’eece 
and Rome. Subordination of the self in reverence for the spiritual 
accomplishments of the past docs not th'\vart but frees the s(df in the 
course of its self-realization. After this pilgrimage in self-estrange- 
ment, the youth returns to himself enriched with the spoils of culture 
and filled out at the points that formerly seemed incomplete in his life. 

* Yet, referring to the difficulty he as a headmaster experienced in accurately 
estimating a pupil’s scholastic ability and achievement, Hegel is on record as 
stating, “The uncertainty wliich reigns in this world of becoming shows itself 
strikingly in this connection." MacKjsnzie, M., Hegel’s Educational Thought 
and Practice, p. 179, Swan, Sonncnschein & Co., Ixjndon, 1909. 
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Henceforward, he continues the process of self-realization as a citizen 
of the state, which, as already mentioned, is the highest or latest 
phase of the Absolute realizing itself. 

While Kant and especially Hegel for the most part gave incidental 
rationalizations of the educational practice current in their day|H was 
in the educational philosophy of Friedrich Wilhelm August Froebel 
(1782-1852) that idealism made its most notable innovation in educa- 
tion. In The Education of Man Froebel started with the eternal unity 
of all things. This unity, stemming from God, finds equal expression 
in the laws of both physical nature and human spirit. In fact, the 
development of each parallels the other. The aim of life and ed ucation 
is for each person to develop and realize the indwelling divine unity 
within himself. The inner, or a priori, nature of the child is already 
shaped to this end, for its essential cliaracter is that of a striving self- 
activity. Mark well, the child does not possess activity; he is activity. 
Neither does he need to be stimulated to act, for he is ahnady spon- 
taneously self-active. On the one hand, activity is an observing and 
taking in by the senses, as in the theories of Pestalozzi. On the other, 
it is even more a giving out, a positive expression of will, as in the 
idealism of Fichte. ' 

The romantic reverence that idealism led Froebel to have for the 
inner law of the child’s self-development also enabled him to be the 
first to perceive the educational significance of children’s play. Play, 
which previous educators had almost alw'ays neglected as unimportant 
and which the Puritans often thought even sinful, was by Froebel 
given a serious philosophical justification. He attached educational 
significance to play as the natural mode or outlet for the expression of 
self-activity. Play, he reasoned, is the outward expression of the 
inward endeavor to achieve self-realization. The more the child 
establishes the connectedness between his inner striving and its out- 
ward expression, the more he exhibits in his own life the divine unity 
that rules the world. Not unlike the theory of Hegel, education con- 
sists in reconciling or mediating opposites.* This is why Froebel, in 
true a priori idealistic fashion, constantly refers to the child’s “making 
the inner outer and the outer inner.” Consequently, Froebel was not 
content to find educational significance merely in the happy exuberance 
of play. Instead, he was ever on the watch for evidences in play that 
symbolized the awakening of the divinity of the child’s inner nature. 

* Eucken, R., “The Philosophy of Friedrich Froebel,” Fonm, 30: 172-178, 
October, 1900. 

‘ For the application of this principle in the kindergarten “gifte,” see infra, 
pp. 223-224. 
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In fact, he chose and designed games and toys that he thought had 
just this' symbolic significance for children. 

Of course, the child’s inner nature was not waked up aU at once; 
there were stages. Between these stages there was a coiiUectedness 
and unity just as there was between the inner and outer worlds. Each 
succeeding stage grew out of the preceding one according to inner law. 
Thus education was a process of development, or, as Froebel called it, 
of "unfoldment.” “All the child is ever to be and become,” he wrote 
in The Education of Man, “lies — however slightly indicated — in the 
child and can be attained only through development from within out- 
ward.”* Incidentally, herein lay the basis for Froebel’s symbolism; 
the appearance of earlier stages in a developmental scries was supposed 
to foreshaidow or symbolize the later fuUj developed ones. The theory 
of education as unfoldmcnt Froebel rested not on a mere analogy but 
on what he believed to be an actual parallel to growth in plant life. 
Such a theory was by no means new with him, being found in the work 
of contemporary biologists, Comenius, and even earlier educators. 
Yet he was the first to organize a school on the theory that it was a 
garden of children, a Kindergarten, wherein the educational growth of 
children could be compared to the growth of plants. In spite of his 
romantic and religious respect for the free and unencumbered unfold- 
ment of what was originally infolded in the a priori nature of the child, 
Froebel did not, like some of his followers, lend approval <0 anj'' and 
all unrestrained expressions of nature. Again leaning on biological 
analogy, he advanced the educational theory that undesirable native 
impulses could and should be atrophied by starving them of an oppor- 
tunity to grow and unfold. 

Although Froebel’s idealistic philosophy added great impetus to 
the activity and developmental theories of education, it is well to 
observe here that his originality lay not so much in his advocating 
these theories as in his pointing to play as a vehicle of their expression. 
As already stated in connection with Rousseau, the activity theory of 
education was as old as Aristotle. Not only that, but Aristotle had 
worked out a developmental theory of education, too, to which, indeed, 
Froebel’s theory of unfoldment bears obvious resemblances. For both 
philosophers, development is teleological; the final end or product is 
already foreshadowed in the germ. 

While the idealistic philosophy of education during the first half of 
the nineteenth century had its most notable development in Germany, 
it was not without its representatives in America. The forerunners 

‘ Froebel, F., The Education of Man, p. 68, D. Applcton-Century Company, 
Inc., New York, 1887. 
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were the transccndentalists Bronson Alcott^ (1799-1888) and Ralph 
Waldo Emerson^ (1803-1882). Both had a romantic regard for pupil 
individuality. But the man more than any other who was instru- 
mental in grafting German idealism on American education was 
William Torrey Harris (1835-1909), United States commissioner of 
education at the end of the aintury.* Philosopher as well as educator, 
Harris was a thorough Hegelian in outlook but also a warm friend of 
the Froebelian kindergarten theory. 

In Harris it is perhaps moixs clear than in the writings of earlier 
educational idealists how readily the philosophy of developmentalism 
can l)e accommodated to the Christian tradition. Thus he saw edu- 
cation as a process of pupil self-realization, which, in turn, is one aspect 
of the Absolute working out its self-realization in the objective world. 
If this is the case, education is obviously more than a process of impart- 
ing information for a mere temporary mundane existence. It is also 
an integral and necessary stage in tlie development or complete unfold- 
ment of the Absolute. Such a complete development is hardly pos- 
sible during the human life span. Hence education points to a 
development tliat requires immortality for its completion. What is 
this theory more than a recondite account of the Christian story of 
the pupil as a cliild of God destined for eternal life with him? Cer- 
tainly, Protestant educators of the late nineteenth and early twentieth 
centuries leaned hca^ly on this interpretation for the philosophical 
basis of their educational efforts. 

Most prolific writer on the idealistic philosophy of education in the 
twentieth century was Herman Harrell Horne* (1874-1946). At a 
time when idealism was already fast fading as the dominant .\merican 
theory of education, Horne managed to draw together the various 
strains of idealism into their more systematic educational exposition. 
Not to repeat in only .slightly different form much of the foregoing, 
only two points will be treated here. One is Horne’s emphasis on 
volition and effort in learning. The pupil is like the plant, he agreed 
with Froebel, in that his response is self-active. But the child is 
unlike the plant, Horne continued, in that he can withhold his response. 
Hence the ultimate responsibility for getting an education rests on the 

* McCirsKBr, D., Bronson Alcott, Teacher, C'li.ipa. 2-5, The Macmillan Com- 
pany, New York, 1940. 

* Emebson, R. W., Essay on Education, Houghton Mifflin Company, Boston, 
1900. 

’ His chief work in educational philosophy was Psychological Foundations of 
Education, D. Appleton & Co., New York, 1901. 

* Sec especially The Philosophy of Education, The Macmillan Company, New 
York, 1905, revised 1927. 
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will of the pupil. All education, therefore, is self-education; it is the 
result of voluntary effort put forth by a self-active mind. If effort is 
aided and abetted by interest, well and good. If not, then, like Kant, 
Home urged that the pupil in any case put forth effort in'obedience 
to what he ought to do. 

A second and perhaps more notable point in Home’s exposition is 
the fact that he did not make any significant alteration in the develop- 
mental theory of education in the light of the Darwinian theory of 
evolution, which was introduced to the world after the deaths of Hegel 
and Froebel. To be sure. Home saw that evolution had made the 
developmental process irreversible and unrepeatable in contrast to the 
Aristotelian pattern of matter endlessly reproducing the cycle of 
changes demanded by its form. 'J’he Ab.solute, how(!ver, had no 
difficulty in assimilating this new theory of development, for Horae 
could still say that the Absolute is; only the finite becomes. Peda- 
gogically speaking, thi.s seems to mean that through education the 
child still becomes in time what ho was eternally meant to be. 

KKALISM 

Appealing as the idealistic plihjsophy of edtication was to the mind 
of the nineteenth century, it by no means had a monopoly on pro- 
fessional attention. In the very generation of Hegel and Froebel was 
another equally famous educational philosopher, Johann Friedrich 
Herbart (177G-1841), who.sc! point of view had a i-calistio rather than 
an idealistic orientation. Strangelj' enough, Herbart took his point 
of departure fi'oin Kant, as had his two illustrious contemporaries. 
Concurring with the (3open\ican revolution in men’s thinking brought 
on by Kant, Herbart agreed that we cannot know the world as it 
really is, that i.s, the Kan ban Ding an sich. Though ive cannot go 
behind appearances, phenomena, to know what experience is really 
“of,” yet of one thing Herbart was certain in liis own mind, that 
experience is of something more tlian itself, as liad been the idealistic 
contention. 

Sp<iculating on this “something more” than experience itself, 
Herbart came to the conclusion tliat reality is composed of a plurality 
of independent “reals” not unlike the “monads” of the German 
philosopher Leibnitz. The individual self or soul is just one real 
among others. It is the propensity of all reals in their contacts with 
each other to prtjserve their indigimous character against the adverse 
influence of other reals. In fact, it is just this interaction or reaction 
of reals upon each other that gives rise to what we know as exirerience. 
The effects of reactions between reals remain in experience as ideas 
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and BO affect the way in which we maintain ourselveB in contact with 
later reals. This process is the basis for the whole Herbartian psy- 
chology of apperception, learning the new in terms of the old.' 

The philosophy of education that grows out of the foregoing 
considerations is definitely realistic. Educational experience is a 
matter of contact between the soul as a real and other reals. As a 
process it is managed by presentation to the soul of these other reals. 
Obviously, educational outcomes are controlled by the choice of the 
reals that arc presented. The way experience is ultimately organized 
depends on the preparation made for it. In the realistic philosophy of 
education the emphasis is on factors external to the individual. In 
the idealistic, especially the Froebelian, the emphasis is from within 
out. Indeed, the Herbartian educational theory rested so definitely on 
manipulation of the reals with which the soul comes in contact that it 
was criticized for being mechanical and deterministic. But, after 
all, if the pupil had such freedom of the will as to be able arbitrarily 
to accept or reject the pedagogical efforts of the teacher, Herbartiaim 
felt that they could put little heart and enthusiasm into their work. 

In selecting what reals shorild be presented in the curriculum 
Herbart did nut take his criteria from nature as Rousseau had done. 
“To leave man to nature, or even to wish to lead him to, and train 
him up in nature,” protested Herbart, “is mere foUy. For what is 
the nature of man? To the Stoics and Epicureans, it was alike the 
convenient peg on which they hung their systems. Human nature, 
which appears to be suited for the most diverse conditions, is of so 
general a character that its special determination and development 
is entirely left to the race.”' 

Instead, like Hegel, Herbart leaned heavily on history in selecting 
Ids curriculum. Not the one to initiate the culture-epoch theory, 
Herbart was the first to give it educational importance. In the 
naturalistic philosophy of education, rationalists like Helvetius stood 
ready to reduce the past to a labida rasa and to start afresh with new 
social institutions based on reason. Against this notion were those 
who claimed that the train of historical events could not be uncoupled 
like a train of cars. Hegel, for instance, asserted that there was an 
inherent continuity of institutional life, indeed, that history was the 
progressive realization of the Absolute. The stages or culture epochs 
through which mankind had passed on the road to its corporate destiny, 
therefore, appealed to Herbart as the proper course to be repeated in 

* For an elaboration of these psychological implications, see infra, pp. 143-146. 

• Herbabt, J. F., Science of Education, pp. 133-136, D. C. Heath Company, 
Boston, 1892. 
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the instruction of the young. Later Herbsrtians derived further 
support for the culture-epoch theory of education when embryological 
research revealed that the successive stages in the growth of the embryo 
of a species tend to recapitulate the various stages in the evolution of 
the species itself. Hence, the culture-epoch theory of education came 
to be known also as the "recapitulation theory." 

PRAGMATISM, IXSTRUMRNTAIilSM, AND EXPERIMENTALIBM 

The popularity of both the idealistic and realistic philosophies of 
education was short-lived. On the whole they were too speculative 
and too conservative to suit the temper of the twentieth century. 
Both Hegelian and Herbartian philosophers lent themselves too 
easily to education for the atalus quo. The opening decades of the 
twentieth century in America were decades of social protest and 
reform. The reconstruction of educational philosophy was predicated 
on science and scientific method. After its nineteenth-century detour 
into metaphysical speculation, educational philosophy returned to a 
more naturalistic course. The new movement was known by various 
names, earliest of which probably was "pragmatism.” Later it 
was known as "instrumentalism” and still later as "experimentalism.” 
The popular title of this new philosophy was “progressive education,” 
its high priest John Dewey (1859- ), and its text his Democracy 

and Education. 

As the names pragmatism, instrumentalism, and experimentalism 
imply, Dewey’s philosophy of education paid great attention to the 
nature and role of knowledge in education. In developing his theory 
of knowledge Dewey was much influenced by the implications of 
Darwin’s theory of evolution. From Aristotle to Hegel educators 
had looked upon reason or intelligence as something primordial. 
Hence its exercise or its education was an end in itself. According 
to the Darwinian hypothesis, human intelligence was a relatively 
latecomer on the world scene. It emerged as a means of making 
superior adjustment to a precarious environment. F ollowing this lead, 
Dewey worked out a theory of education in which people are taught 
to think, not just because thinking is a good in itself, but because it is a 
means or instrument for solving problems of adjustment in a precarious 
world. 

The preeminent method for solving problems is pragmatic and 
experimental. To test the truth of an idea or hypothesis one must 
act on it as if it were true and note what practical difference the idea or 
hypothesis makes. Here, then, is a new activity theory of education. 
Physical activities are to be undertaken, not just for their own sake 
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or because they are developmental of inner capacities, as Aristotle, 
St. Thomas Aquinas, and Froebel thought, but chiefly because active 
operations have a critical function to play in the process of inquiry. 
Knowledge in place of being a condition precedent to instruction is 
now the outcome of it, as in any case of inquiry. 

The pursuit of truth in Dewey's philosophy of education is not that 
of the Truth which is the source of all lesser truths. With him the 
pursuit of truth through problem solving in the schools is a much more 
piecemeal affair. In fact, it must be such an affair since the face of the 
world is changing so continually and unexpectedly as to foreshorten 
the range of events for •which the educator can deliberately pro'vide. 
In such a world universal concepts, instead of being endowed -with the 
inherent form of truth, arc ne'ver free from the jeopardy of restatement 
in the light of emerging novelties. In fact, education is defined by 
Dewey as the continual reconstruction of experience. 

Change and novelty, obviously, played a role in Dewey’s educa- 
tional philosophy which was different from the place they occupied in 
any preceding system. Outstanding is the fact that Dewey accepted 
change and novelty at their face value. Earlier philosophies had 
looked behind the experience of change and novelty for some remote 
cause or final end to which they were subordinate. Plato, it will be 
remembered, thought of change as the mere appearance of an under- 
lying reality tlmt never changed. Aristotle conceded the reality of 
change but confined it to the change of matter in the realization of 
forms that were changeless. There was change or development within 
a form or species, but the 10^ or species itself was eternal. St. 
Thomas Aquinas followed Aristotle in treating change as a passage 
from potentiality (matter) to actuality (form). Hegel and Froebel 
were not much different from Aristotle. Hegel treated change or 
development as the objective realization of an already self-realized 
Absolute, while Frocbel’s developmentalism was an unfolding of what 
was already enfolded in germ. 

This whole pattern of thinking was shaken to its foundations by the 
publication of Darwin's Origin of Species in 1859. The startling 
claim of this book was, as its title implies, that species are not final 
and immutable. On the contrary, species are constantly evol-ving. 
Thus change is freed from subordination to the changeless. Indeed, 
the only course of change now to be detected in nature is the multiplicsr 
tion and diversification of change itself. 

Dewey’s was the first educational philosophy to give systematic 
expression to this dynamic aspect of Darwinian evolution. Thus, the 
continuous growth and diversification found to be the law of nature 
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Dewey assigned as descriptive of the norm of education as well. 
Education was said to be all one with growing. Moreover, the end of 
growth is more growth. There is nothing to which education is 
subordinate as end save more education. Thus Dewey lias been 
persistently disappointing to thc^ who have sought the end or 
measure of growth and education outside the processes of growth and 
education themselves. He has particularly refused to find the criteria 
of education outside the dimensions of nature bounded by the here and 
now. For similar reasons he has preached that education should not 
be a preparation for life but should be life itself. 

Of course, an education that is so dynamic and throbbing with 
growing life is naturally progressive. Yet, though evolution is the 
rule of life which supports the progressive theory, Dewey was far from 
thinking that progress was automatic. Buch a view is more applicable 
to the educational philosophy of the rationalists and naturalists of the 
eighteenth century or to the Ariews of Herbert Spencer* (1820--1903) in 
the nineteenth. With Dewey progress was contingent on the exercise 
of human intelligence and on the cultivation of individual differences. 
Hence, progress was a piecemeal affair just as in the case of truth. 
It could be measured along specific lines, but no net calculation of it 
could be made. 

This does not mean that the Dewey philasophy of education had no 
ideals. To be sure, the ideal is no longer a haven or heaven in which 
one can take refuge with the calm assurance that it alone is the 
supremely and immutably real which shields from all tempests of 
change. Instead, the ideal is seen by DeAvey to be merely a projection 
of human aspirations in the form of tentative hypotheses as guides to 
practical measures for the amelioration of current liAring. Indeed, all 
educational values, like truth, are determined instrumcntally. They 
are gauged by the practical difference they make in life. 

The Darwinian evolutionary hypothesis has also been fruitful for 
Dewey in enabling him to overcome many of the problems tliat had 
plagued educational philosophers before him. Like Hegel, to whom he 
acknowledged a considerable intellectual debt, Dewey had a penchant 
for stating educational problems in terms of mutually opposed alterna- 
tives.® Look at the titles of some of his early writings. Interest and 
Effort, Child and Curriculum, School and Society. But there were many 
other conflicting educational terms, such as knowing and doing, 

‘ Benne, K. D., “The Educational Outlook of Herbert Spencer,” Harvard 
Educational Reviete, 10: 436-453, October, 1940. 

’Sanders, W. J., “The Logical Unity of John DeAcey’s Educational Philos- 
ophy,” Journal of Ethics, SO: 424-440, July, 1940. 
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culture and vocation, work and play, mind and body. Rather than 
make an "either-or” or a “both-and” resolution of the dilemmas 
created, Dewey attempted to look at these problems from a fresh point 
of view. Usually this involved seeing a “continuity” between the 
opposing terms. For this continuity he was indebted to the genetic, 
or evolutionary, mode of thought. 

Of especial importance is the continuity between the individual and 
society. To Dewey the social process is all one with the educational 
process. Both rest in communication between individuals. In 
fact, the educational measure of a good society is the extent to which 
its individual members share or communicate cultural resources 
among its various members. The more cultural interpenetration and 
interdependence, the greater the resources within reach of any one 
individual in cultivating his unique individuality. And the more 
individuality developed, the more to exchange and share in the group. 
The importance of individuality is further reflected in the importance 
Dewey attached to freedom both as an educational method and as an 
educational end. Yet freedom was not to stand in anthithesis to 
social control. Rather was mastery of the social heritage a chief 
means to freedom. 


OPPOSITION TO PHAOMATISM 

For the first quarter of the twentieth century Dewey’s philosophy 
of education with its penetrating criticism of traditional forms of 
education met little opposition and received much support. By the 
third decade of the century, however, a more sturdy opposition began 
to form. The main burden of the objection to Dewey seems to have 
been that his educational philosophy was too individualistic, too 
relativistic, like that of the ancient Greek Sophists. The reaction 
against Dewey was the same as that against the Sophists. Alarmed 
at the insecurity created by Dewey’s well-directed attack on con- 
ventional educational practices, the conservatives -were spurred to 
state more clearly and persuasively the philosophy that underlay 
their position. What they wanted, like the Greek conservatives, was 
more stability.* 

^ There was nothing novel in this cry. Almost exactly 100 years earlier the 
anxious plea was heard, “But the precipitous movement of the present age seems 
to have multipled them [the difficulties of education] to an extraordinary degree; 
insomuch that we rest not upon one point long enough to make a fair experiment, 
before we fly to another. Indeed innovation seme to be the prevailing support 
of our age. It is not restricted to this country, or to the subject of education. . . . 
Doubtless there are beneficial tendencies in these convulsive movements; but there 
are also some baneful tendencies, demanding strenuous resistance. There is danger 
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In the forefront of the opposition were Robert M. Hutchins 
(1899- ) and Mortimer J. Adler (1902- ). Hutchins attacked 

the naturalism of the progressive-education position.^ His objection 
was to the romantic and antilntellectualistic character of its naturalism 
rather than to naturalism itself. In its stead he -favored a naturalistic 
pluloBophy of education based on natural law. By observing the 
uniformities of nature, education could be stabilized, he maintained. 
Uniformity is determined in Aristotelian fashion by distinguishing 
that which is essential to a thing’s constitution from that which is 
merely an accident of its individuality. While the particular is not 
to be neglected in education, neither is the universal to lose its position 
of chief importance. The Aristotelian influence is clear also in Adler.' 
Not only did he define education as Aristotle did as the habituation of 
native capacities in virtue, but his confidence in the universal led him 
to assert that the aim of education should be the same for all men in all 
times and in all places. 

Delighted as were Catholics to see Aristotle put in opposition to 
Dewey, they thought that Hutchins and Adler did not go far enough.' 
They had a complaint against the naturalism of Dewey’s instrumental- 
ism and experimentalism that carried against the naturalism of 
Hutchins as well. Conceding the importance of following the natural 
order in many educational practices, Catholics rather objected to 
predicating educational theory e.xclusively on nature. For them it 
must be predicated on the supernatural order too, as with St. Thomas 
Aquinas. This was reiterated in the Papal encyclical The Christian 
Education of Youth, which entered the lists of educational controversy 
in 1929. Indeed, in this encyclical supematuralism was carried a 

lest in our zeal to cast away what is bad we cast away the good with it. On no 
subject does this danger press more directly than on that of education. ... It is 
no slander but commonplace truth, to say, that the present is not an age of deep 
strong thorough thinking. Of profound study there is great impatience. Calm 
and solemn inquiry is rare. The mind of this generation is restive, fevered, 
impassioned, and consequently prone to reckless radicalism.” Quoted in H. 
Winslow, “ Iimovations in Education,” American Jnetitnte cf Inatruetion, 6: 160- 
171, 1834. 

‘ Hutchins, R. M., “The Philosophy of Education,” in R. N. Montgomery, 
(ed.), William Rainey Harper Memorial Conference, pp. 36-30, University of 
Chicago Press, Chicago, 1938. 

‘ Adusb, M. J., "In Defense of the Philosophy of Education,” in National 
Society for the Study of Education, 4lBt Yearbook, Philosophies qf Education, 
Pt. I, Chap. 6, Public School Publishing Co., Bloomington, 111., 1042. 

* McGucehn, W. j., "The Catholic Philosophy of Education,” ibid., Chap, 6. 
See also J. D. Redden and F. A. Ryfm, A CaihbUc Philosophy cf Edueation, The 
Bruce Publishing Company, Milwaukee, 1942. 
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pdbat further in that infallibility was claimed for the Church as a 
teacher of faith and morals. 

A somewhat different and more limited opposition to Dewey was 
led by Frederick S. Breed (1876- ) under the banner of the “new 

realism.’’^ This realism was more scientific than Hcrbart’s but just as 
stubborn in insisting on the “independent” nature of reality apart 
from the learning mind. By making this emphasis Breed hoped to 
establish a point of reference for educational practice that would 
be more stable than the variability of- Dewey’s alleged subjective 
individualism. Beyond this, however. Breed’s philosophy of education 
was as naturalistic as Dewey’s. 

A last branch of the opposition to Dewey was led by William C. 
Bagley (1874-1946) and others who called themselves “essentialists.”* 
They sought to stabilize educational aims and methods by emphasizing 
the tried and true in experience. Fearing the dissipation of educa- 
tional energies by paying too much attention to individual differences, 
they emphasized what is common or essential to all. What is essential, 
however, was determined neither metaphysically nor theologically 
but by a naturalistic analysis of the social heritage. 

The issue between Dewey and the more conservative apologists was 
very evenly drawn on the eve of the Second World War.* Sharply as 
the different schools of educational philosophy differed among them- 
selves, on one thing they were agreed — the defense of the democratic 
philosophy of education! They all agreed on the supreme worth of 
human personality. But conflicting views on how to achieve this 
high ideal stUl seemed destined to be the most persistent and peren- 
nial of all educational problems. 

‘ Breed, F. S., EductUion and the New Realiim, The Macmillan Company, New 
York, 1939. See also R. Finney, A Sociological Philosophy of Education, The 
Macmillan Company, New York, 1928. 

‘ Baglet, W. C., “An Eaeentialist’e Platform for the Advancement of American 
Education,” Educational Adminittralion & Supervision, 24: 241-256, April, 1938. 
See also M. Demiashkevich, An IrUrodvclion to the Philosophy of Education, 
American Book Co., New York, 1935, and R. Finney, op. eit., both of whom 
bolonK in this category. 

3 For an extended review of twentieth-century philosophies of education, see 
J. S. Bnibacher, M odern Philosophies of Education, McGraw-Hill Book Company, 
Inc., New York, 1939. 



CHAPTER VI 

EDUCATIONAL PSYCHOLOGY 

Of all the persistent problems in education perhaps none has been 
more perennially difficult than that raised by inquiry into the precise 
way in which learning takes place. It is easy to see why this problem 
should yield its secrets so grudgingly. To explain learning requires an 
inquiry into the complexities of human nature itself. This involves 
turning the lens of the mind upon itself, a task only a little less difficult 
than expecting the eye to see itself. What investigators have seen 
while peering into the inner recesses of the human mind has been 
very intricate, so intricate, in fact, that even scientists — ^let alone 
philosophers — have been unable to unite on a common description of 
what takes place there. Several closely related problems confront 
experts, and they can agree on none. What is the nature of the psyche 
of which psychology aims to make a logical study? How does the 
psyche function? Especially, how docs it function in learning?^ 
How is it motivated? Are there individual differences in learning? 
Can these differences be measured? Is there a norm of functiomng 
that can be made the basis of a hy^ene of the mind? 

FACULTY PSYCHOLOGY 

The earliest and for many centuries the principal approach to the 
problem of learning was speculative and philosophical. Plato (427- 
347 B.c.) seems to have been among the first to ask himself just how 
new ideas enter the mind. Facing the perennial problem of Greek 
thought — whether or not virtue can be taught — he saw two alterna- 
tives. Either virtue was a gift of the gods, or it was a type of conduct 
that could be acquired through education. In other words, either 
the tendency toward virtue was innate, or it was the result of instruc- 
tion. Indeed, one might go further and say that here is a very early 
statement of what later came to be a contest between heredity and 
environment, nature and nurture. The environment, or muture, 

* Many innovations in educational psychology were originally anticipated by 
developments in general psychology. Nevertheless, the names which appear in 
this chapter for the most part are those which date and connect psychology with 
education. 
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alternative presented insuperable difficulties to Plato. If one had no 
previous knowledge of virtue, how would he know where to turn to 
get it or how to identify it if he should accidentally find it? Unable to 
answer this question satisfactorily, Plato leaned in the direction of 
the heredity, or nature, alternative, that learning must be a develop- 
ment of latent capacities from within. 

Speculating along this line, Plato put forth the theory that ideas 
are innate at birth. Though innate, they are not, however, fuUy 
developed. Rather are they vague and indistinct replicas of the 
perfect ideas that exist in the eternal realm whence the child is born 
into this world. In making the transition between the two spheres, the 
original perfection of ideas is somehow greatly dimmed, probably by 
the soul’s entering into the body. From this point on, learning 
consists in a process of reminiscence, of trying to remember or recapture 
knowledge once possessed in full. Sensations received through the 
senses serve to arouse corresponding ideas that have been slumbering in 
the mind since birth. ‘ Because of its direct lineage from the source of 
perfection, the idea has the power to correct any aberrations of the 
senses, and the resulting product is the newly acquired knowledge or 
learning. 

It is notable that in Plato’s psychology he drew a sharp distinction 
between mind and body. The mind’s contribution to learning was 
ideas; the body’s contribution, sensations. More significant was the 
relative importance Plato assigned to the component parts of the 
dualism. From the foregoing theory of learning as reminiscence it is 
clear that Plato thought that the source of error in learning was due to 
the senses. The body, in other words, was a handicap to the mind. 
Hence Plato exalted the role of the mind in learning and discounted 
that of the body. Although this dualistic treatment of nund and body 
was not original with Plato, it is significant that he helped to fasten it 
upon educational psychology as one of its most persistent problems. 

Aristotle (384r-322 b.c.), greatest of Plato’s pupils, continued this 
dualism but went much further with the analysis and description of 
the psychological nature of the learner. Central in this nature, 
according to Aristotle, was the soul. It should be noted in passing 
that it is the Greek word for soul, (English psyche), that has 
lent psycholc^ its name. Aristotle’s major work in this field was 
Ilepi (Z>e anima in Latin). The genesis of the term emphasizes 
one of the persistent problems of the science. In the twentieth century, 
when psychology has been said to have “lost its soul” and when scien- 

' That the theory still lingered in the twentieth century may be seen in J. L. 
Mursell, "The Miraele of Learning,” Atlantic Monthly, 155: 733-741, June, 1935. 
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tific psychology has been trying to free itself from its philosophical 
origins and implications, it is all too easy to forget that psychology com- 
menced as the study of the soul. 

It is noteworthy that in his psychology Aristotle did not entertain 
the later popular notion of the soul as a substance. Instead, he 
described the soul in straightforward terms of function. To state 
Aristotle’s theory as simply as possible, the soul was the principle of 
life. But the soul was not only the principle which endows the organ- 
ism with life; it was also the principle which caused the organism to 
bring to fulfillment the unique characteristics which were latent within 
it. This final form of growth and development was conceived as a 
causal principle operating from the beginning of an organism’s growth 
to direct it throughout to its final development. This active principle 
of the soul had the potentiality, or faculty,^ of functioning in various 
ways. Aristotle ascribed five faculties to the soul. These were 
(1) the vegetative, the faculty, or capacity, of the organism to develop 
and maintain itself; (2) the appetitive, the faculty, or tendency, 
to desire what is satisfying and good; (3) the sensory, in which Aristotle 
included our faculty for the aesthetic; (4) the locomotive, the faculty, 
or capacity, to move about; and (5) the rational, the faculty, or 
ability, to reason. 

This last faculty Aristotle further subdivided into the active and 
passive intellect. A notable feature of the active intellect as a faculty 
of the soul was the fact that it was separable from the body and 
survived it after death. It entered man’s body from the great reser- 
voir of primordial mind that initially gave form to the universe and 
to this reservoir returned on the death of the body. The potential 
quality of intellect, or mind, therefore, was the same in aU people, 
old and young. In absorbing Aristotle into their thought structure, 
the Chrbtians eagerly seized upon his doctrine of the immortality 
of the soul and gave it a theological as well as a psychological meaning. 
This process of acculturation between Greek and Christian thought 
greatly complicated the future development of psychological thinking 
and led to very sharp controversies in later attempts at objective 
analyses of the learning process. 

Describing the psyche, or soul, in terms of what it could do, that is, 
in terms of its functions, or faculties, was a method that found wide 
support in the centuries following Aristotle. So described, it was the 
psychology of the medieval Scholastics, including St. Thomas Aquinas 
(1225-1274), and in large part still remains the psychology of Catholic 

^ A faculty, it will be rejnetxibered froni its Latin root faculia$^ means a capac- 
ity, or power, to act. 
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education. Furthermore, it was the most widely accepted psychology 
during the Renaissance and post-Renaissance periods. The chief con- 
troversy during this long period centered, not in the principle of 
faculty psychology, but in the number of faculties and their precise 
description. Some insisted that there was only one faculty; others, 
like the phrenologists of the nineteenth century, insisted that there 
were upward of two dozen. Whatever their number, it was during 
this period that the five faculties of Aristotle were reduced to the three 
most generally accepted faculties of knowing, feeling, and willing. 
It was also during this time that more was heard of the faculties that 
have become most familiar to educators, namely, those of judgment, 
memory, imagination, and attention. 

Coincident with the multiplication of the faculties were two other 
tendencies that require mention. One was the tendency to reify the 
faculties, that is, to conceive of them as entities or substances. It 
was the phrenologists of the nineteenth century who went furthest in 
this regard. They localized each faculty in a particular part of the 
brain, in some cases even under a particular part of the cranium.* A 
frequent concomitant of reification was the further tendency to con- 
ceive of the faculties as being more or less independent of each other. 
This tendency, of course, was a definite departure from Aristotle, who 
thought of the soul as a unity. Both medieval Scholastics and Neo- 
Scholastics followed Aristotle on this point and insisted again and again 
that the faculties are merely aspects or phases of a single unitary soul. 

After having described human nature in terms of the powers, or 
faculties, of a soul whose primary characteristic is activity, it is logical 
to expect that learning will consist in the exercise of those powers, or 
faculties, particularly the rational, or cognitive, faculties. According 
to Aristotle and later St. Thomas Aquinas, the rational, or cognitive, 
faculty was not self-initiating. It required sense experience to start 
it performing its characteristic function. This accounts for that oft- 
quoted medieval Latin dictum Nihil in intellectu quod non prius in 
sensu (There is nothing in the intellect that is not first in the senses). 
With sensory data at hand the active intellect proceeded to abstract 
from it its essence or form. That is, from awareness of any given 
specific object such as a tree, the active intellect lopped off such acci- 
dental qualities as height, age, shape of leaf, and roughness of bark 
and selected the essence or form of “treeness” that this particular 
tree held in common with all other trees. Highly significant in respect 

• In America this theory was propounded by O. S. Fowler, in Memory and 
Intelleelval Improvement Applied to Self-education and Juvenile Jnotruction, vd. 3, 
O. S. and L. N. Fowler, New York, 1844. 
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to this rational process was the fact that Aristotle claimed it occurred, 
not gradually, bit by bit, but all at once. According to this theory and 
not unlike Gestalt psychology of a later day, learning at this level came 
in a flash of sudden insight. 

The great educational risk of faculty psychology was its tendency 
to magnify the role of the intellect in learning at the expense of that of 
the senses. This overemphasis seemed excusable to the educators of 
the ancient and medieval worlds since the knowledge derived from 
sense impression was notoriously variable and unreliable while that of 
the intellect, being of the essence, was stable and dependable. But the 
attempt to take the citadel of knowledge by frontal assault on the 
intellect with only a feint at outflanking the senses made the campaign 
of education during childhood a most difiicult one for all concerned. 

First to attempt to restore the educational balance between intel- 
lect and sense was Johann Amos Comenius (1592-1670), the great 
Moravian educator of the seventeenth century. Although he has 
sometimes been called the first modem educator, it is notable that he 
accepted the faculty psychology current in his day. Accepting also 
the scholastic dictum Nihil in intelleciu quad non prius in stnsu, he 
made his chief psychological contribution by taking seriously the 
temporal priority suggested in it. It was educational labor lost, 
Comenius contended, to try to strengthen the faculty of will before 
that of reason, to sharpen the faculty of reason before that of imagina- 
tion, and finally to exercise the faculty of imagination before training 
the senses. In predicating educational method on the priority of the 
senses, as, for instance, in publishing the first picture textbook, he 
greatly aided children in securing a footing on the bottom rung of the 
ladder of learning. 

FORMAL DIBCIFLINE AND TRANSFER OF TRAINING 

The foregoing analysis would make it appear as if the exercise of the 
faculties was primarily in the interest of acquiring knowledge. Fac- 
ulty and sense team up to distill wisdom. There arc, however, 
repeated references in educational literature from Plato onward which 
seem to point to a psychological doctrine that education consists in the 
exercise of these faculties for their own sake. The content learned was 
esteemed unimportant, but the strengthening or sharpening of the 
faculties was regarded as all-important. One of the clearest early 
statements of this position is to be found in Quintilian’s Institutes of 
Oratory. “As regards geometry,” stated this greatest of Roman 
teachers, “it is granted that portions of this science are of value for the 
instruction of children: for admittedly it exercises their minds, sharpens 
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their wits, and generates quickness of perception. But it is considered 
that the value of geometry resides in the process of learning, and not 
as with other sciences in the knowledge thus acquired.”^ 

Two different theories of learning thus grew out of and became 
predicated on the faculty conception of psychology. Although faculty 
psychology is not necessarily or inescapably to be identified with either 
of them, there can be no doubt that the one instanced by Quintilian 
enjoyed the greater historical popularity. In the course of time this 
theory came to be known as the doctrine of "formal discipline." 
Improvement from the exercise of a faculty like memory was supposed 
to be generally available, not just in the specific area in which memor* 
ization took place. Increase in power from the exercise of a faculty 
in one field of endeavor was thought to "transfer" automatically or 
at will to endeavor in other fields. Indeed, certain subjects in the 
curriculum, notably Latin, Greek, and mathematics, came to have the 
reputation of being peculiarly well suited to disciplining the mental 
faculties. 

The man who has most often been selected by educational his- 
torians as the archrepresentative of the doctrine of formal discipline is 
John Locke (1632-1704). Several of Locke’s writings have tended to 
identify him with the disciplinarians. In the opening pages of his 
Thoughts Concerning Educaiion he remarked, “As the strength of the 
body lies chiefly in being able to endure hardships, so also does that of 
the mind.”® As the humorist Mr. Dooley was to say two centuries 
later, it matters little what a child studies so long as he does not like it. 
There is clearly implicit here the theory that the mind is capable of a 
general training which later can be applied in any direction. 

Disciplining the mind through the study of the hard and disagree- 
able brought religion to the support of psychological theory. The 
ascetic strain in Locke’s statement just quoted was in part a legacy 
from the mind-body dualism already found in Plato and Aristotle and 
later continued in Christian teaching. The quality of mind being the 
same in all according to Aristotle, the failure of the child to learn must 
be due to a willful disinclination of the flesh. Hence the age-old belief 
that the intellect can be expedited to learn by corporal punishment. 
The Hoosier schoolmaster’s primitive notion of transfer, that "lickin’ 
and lamin’ go together," thus had theoretical as well as empirical 
justification of long standing. 

‘ Butleb, H. E., Quintilian, Institutes o/ Oratory, vol. 1, p. 177, G. P. Putnam’s 
Sons, New York, 1021-1922. 

’Locke, J., Some Thoughts Concerning Education, p. 21, Cambridge University 
Press, London, 1889. 
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But it was when Locke recommended the study of mathematics in 
the curriculum of the young gentleman that he seemed most unequiv- 
ocally to espouse the doctrine of formal discipline. “ I have^mentioned 
mathematics,” he wrote, "as a way to settle in the mind a habit of 
reasoning closely and in train; not that I think it necessary that all men 
should be deep mathematicians, but that having got the way of reason- 
ing, which that study necessarily brings the mind to, they might be 
able to trans/er it to other parts of knowledge as they shall have 
occasion.”^ 

Over against this clear-cut and unambiguous commitment to the 
doctrine of formal discipline arc other writings of Locke’s that seem to 
commit him just as unequivocally to an opposite view. In spite 
of what he wrote about accustoming the mind to difficult tasks, he 
also was very eager that learning should be made pleasant, that it 
should not be imposed as a task since children learn so much more 
quickly and effectively when they have a “disposition” for it, and 
that teachers should watch for the time when children are “in tune” 
for learning. Furthermore, Locke was quite utilitarian in his attitude 
toward the curriculum. In spite of his praise of mathematics he 
did not confine himself to a few disciplinary subjects but recommended 
a wide variety of them and always for the uses to which they could 
be put. In fact, he had little or no confidence that a faculty, or power 
as he preferred to call it, of memory could be strengthened by use. 
To him the quality of memory was an innate endowment, and he 
gravely doubted that it could be improved by memorizing Latin, 
for example. 


EMPIRICAL PSYCHOLOGY 

Even more contradictory of Locke’s being a formal disciplinarian 
were his psychological conceptions. His conception of mind and the 
learning process was, if anything, at the opposite pole from that of 
faculty psychology. To appreciate how sharp was the contrast in 
psychological conception between Locke and his predecessors, it will 
be well to recall for a moment the predicament in which Plato found 
himself in trying to explain learning. Unable to understand how new 
ideas could enter the mind from without, Plato had put forward the 
theory that learning was really a remembering of ideas with which 
the learner was familiar before birth. Learning was thus a develop- 
ment from within of innate ideas. The faculty psychology of Aristotle 
was similar in that faculties were also innate. Senses played the 
subordinate role of “tipping off” the ideas, or faculties. Yet, in 
> Looks, J., Conduct of the Undentaniing, Sec. 7 (italics mine). 
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Bpite of the maxim Nihil in inielleciu quod non prius in sensu, some 
types of knowledge were thought to be both innate and independent of 
sense. Knowledge of God was a case in point; certainly his existence 
and attributes could not be learned through the senses. 

Flying in the face of these long-standing tenets, Locke put forward 
the startling premise that the mind of a child is a blank at birth and 
that whatever he learns comes into the mind through the senses. 
This is his famous tabula Tosa theory of psychology, and with it he 
swept out the whole theory of innate ideas and faculties. With them 
Locke also swept away the idea of learning as the development of 
innate potentialities, or faculties. In their stead he formulated a 
theory of learning that emphasized the acquisition of knowledge from 
without. So for the first time appeared a psychology that stressed 
nurture rather than nature, environment rather than heredity. 

Locke’s transition from rational, or faculty, psychology to empirical 
psychology was not, however, so complete as it might appear at first 
sight. If the mind was just a passive receptacle of sense impressions, 
what was to prevent these impressions from accumulating in a most 
disorderly and confusing array? Aware of this possible difficulty 
Locke found it necessary to posit that the mind was not a complete 
blank but that it had means of its own for dealing with incoming 
impressions. Among these means was the ability of the mind to 
compare impressions, discriminate between them, and generalize 
them. While these abilities were not of the order of the exterhal 
senses, yet they were sufficiently like them, Locke thought, to be called 
a sort of “internal” sense. Sometimes he called them “powers” 
in order to distinguish them from faculties, which they seemed to 
resemble. 

But even this last similarity to rational, or faculty, psychology was 
wiped out by certain of Locke’s enthusiastic French followers. Hel- 
vetius (1715-1771) and Condillac (1715-1780) in particular carried 
Locke’s sensational empiricism to its extremest conclusion. They 
made even the powers of the mind the result of sensations and thus 
their own psychology completely empirical. Helvetius reached this 
conclusion by finding it impossible in his mind to separate a power 
from some sensation. Thus, the power to discriminate one shade of 
color as deeper than another, he claimed, was itself the report of a 
sensation. Obviously, if such a thoroughgoing empirical pscychology 
were true, then would man be nothing but the product of his education. 

In any event, it almost goes without saying now that the empiricism 
of Locke’s psychology could hardly be consistent with a disciplinary 
theory of education. The educational product, in which Locke was 
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interested, was not an isolated cultivation of mental powers but the 
acquisition of information through the senses with the organizing 
aid of these powers. 

It is an ironical fact of history, however, that, once learning 
through the main avenue of the senses became firmly established 
pedagogy, it was not long before teachers turned' to a formal training 
of the senses similar to the formal training or discipline of the faculties. 
Thus, instead of continuing to concentrate on the content of experience 
brought in through the apertures of sense, they began to train the 
senses for such qualities as quickness, acuity, and accuracy. Even 
an educator with such remarkable insight into learning as Pestalozzi 
(1746-1827), seems to have thought that formal training of the senses 
would “transfer” in the same way formal training of the faculties 
was supposed to. 

ASSOCIATION AND APPERCEPTION 

To Locke educational p.sychology is indebted for one further 
contribution, the phrase “association of ideas.” Although Locke 
coined the phrase, the idea behind it was not original with him. For 
the source of the idea one must go back to Aristotle. In searching 
for the key to memory Aristotle was the first to note liow recollection 
of a given item could be facilitated by trying to remember some other 
item closely connected with it. In fact, he laid down four kinds of 
connection that would fafdlitate memory; contiguity of one idea 
with another, succession of ideas in a series, similarity of ideas, and 
contrast of ideas. Four secondary conditions of association were 
added by the Scot Thomas Broivn (1778-1820) early in the nineteenth 
century. These made recollection, or association, dep)end also on 
the duration of the original sensation, its liveliness, or intensity, 
its frequency of occurrence, and its recency. 

Aristotle’s observations on the functioning of memory remained a 
relatively neglected portion of his psychology till the time of Locke and 
after. But from then on there was great need of it. Taking up where 
Locke left off, the great skeptic David Hume (1711-1776) carried 
Locke’s sensationalism to one unexpected but very logical conclusion. 
Upon introspection into his own mental life he found nothing there but 
a succession of sensations or mental states. Of any unity holding 
these sense impressions or mental images together, as the soul, or 
psyche, was supposed to do, he found no trace. At this point the 
principles of association came in very handily indeed to afford some 
continuity to experience.* 

‘ The continuities of contiguity, succession, and the like, however, were not 
enough for Immanuel Kant (1724-1804). His epoch-making reaction to' Hume’s 
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In spite of considerable activity in the next two centuries in explo> 
ing the bases and limits of associationism, it was not till the early 
nineteenth century that associationism’s promising implications for 
educational psychology were enunciated. First to see these implica- 
tions clearly was Johann Friedrich Herbart (1776-1841), the German 
philosopher and psychologist. Gathering them together with con- 
siderable originality, he formulated them into a theory of learning 
known as "apperception,” a term he borrowed from that intellectual 
giant Leibnitz of a century and more previous. But before proceeding 
to explain the theory of apperception it will be well to understand 
Herbart’s description of the psychological constitution of the learner. 

Herbart’s psychology started with his metaphysics. The basic 
nature of the world he claimed to be constituted of a large number of 
independent "reals" not unlike the monads of Leibnitz’s philosophy. 
The soul, or psyche, of the learner was but one among these many 
other reals. As a real the soul was a simple unity and almost utterly 
colorless; it had no idea, feeling, or will. Yet, though deficient in 
these important respects, it did possess the one positive characteristie 
of being able to preserve itself in competition with other reals. This 
is important to remember, for the stress and strain attendant upon 
the collision of the soul with other reals in the environment was 
what gave rise to one’s sense of feeling and one’s consciousness of ideas. 
Idea, feeling, and will, thus excluded by Herbart in the presupposed 
nature of the soul, were reintroduced by him as resultants of the 
contact of the soul with its environment. 

Furthermore, according to Herbart, ideas and sensations that 
entered the mind in this fasliion always remained there to influence 
later learning. Those ideas which gained the focus of consciousness 
or attention and were able to maintain themselves there of course 
had the greatest influence. Those ideas which failed to gain attention 
slipped below the threshold of consciousness, whence, though momen- 
tarily forgotten, they continued to strive to reenter consciousness. 
The struggle for the forestage of consciousness generally was decided 
in favor of the ideas with the greater force. Command of superior 
force was brought about in either one of two ways. In the first place, 
those ideas in the mind which were similar had a tendency to associate 
together and reinforce each other. So far the resulting composite 
bore considerable resemblance to conventional associationism. But, 

destruction of the unity of psychological experience was to confer on the mind s 
priori synthetic powers of its own. The effect of this convenient device was felt 
more in educational philosophy than in educational psychology. Bee tufra, 
pp. 121-122. 
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in the second place, those ideas which were dissimilar tended to repel 
each other. Either gaining attention, or consciousness, therefore, was 
a matter of combining with other similar ideas till enough strength was 
built up to command attention, or it waited on a weakening or repres- 
sing of dissimilar ideas already there. 

What particular combination of ideas happens to be predominant 
at any given time will have much to do with determining what a person 
will pay attention to in his external environment. The name that 
Herbart attached to this selective process was "apperception." 
For anything to stand out clearly from its background was for that 
thing to be apperceived, and the combination, or association, of ideas 
in the mind that favored this condition of clarity was called an "apper- 
ceptive mass.” This apperceptive mass was tremendously important 
as the synthesizing agent of experience, which associationists ever 
since Hume had had difficulty in finding. 

The psychology of apperception and the apperceptive mass was, if 
anything, even more important in the field of education. There the 
Herbartian doctrine of apperception showed how it is the backgrotmd 
already in the mind that makes possible the assimilation of new ideas. 
Reduced to its simplest terms, apperception may be stated in a 
phrase, which has become increasingly familiar, of learning the new in 
terras of the old. It especially directed the attention of teachers to 
the importance of commencing the learning process at the point where 
the child’s past experience placed him. In fact, the first step in 
teaching and learning was to get that past clearly in mind so as to 
facilitate the apperception or association of the second step, which was 
the presentation of new reals, that is, new experience. For that 
matter, the doctrine of apperception led to the idea of a curriculum 
that was nothing more than a succession of presentations wherein 
the child constantly passed from familiar to unfamiliar but closely 
associated subject matter.^ 

The Herbartian doctrine of apperception not only provided a 
common-sense general theory of learning but was also useful in 
simplifying a number of other psychological problems in education. 
Heading the list and probably including all the rest was that pereimial 
problem of enlisting the child’s active cooperation in accomplishing 
the task of education. Previous psychologies had located the source 
of activity in innate or a priori faculties, powers, and senses. Unfor- 
tunately, the child, endowed with free will, often did not will to exercise 
these capacities or to put forth the effort to achieve the educational 

^ For a more extended account of the inetnictional methods Herbart predicated 
on his educational psychology, see infra, pp. 219-221. 
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ends set by his elders. Because of this capriciousness teachers had 
only indifferent success in winning attention and interest. The 
pedagogical result was that teachers rested their instruction on interest, 
if they could get it; if not, they insisted on effort without interest. 

The doctrine of apperception, however, permitted a novel reinter- 
pretation of the foregoing situation. In the first place Herbart 
completely dispensed with the theory of faculties as the basis for the 
dynamics of educational psychology. As already indicated, ho 
explained the dynamics of learning as the resultant of reals or ideas 
endeavoring to preserve themselves as they clashed against each other. 
Thus those d3nQamic forces which motivate conduct, such as feeling 
and will, have their origin in ideas. In fact, it was difficult for Herbart 
to draw a sharp line between will and idea, volition and understanding. 
Rather was the idea father to the action. Here were all the ingredients 
for the later-day theory of ideomotor activity. 

This analysis is of particular importance for that special instance of 
motivation, interest. In terms of apperception, interest, like will, is a 
function of ideas. Or, like desire, interest arises from a strong and 
vivid presentation of ideas that are able to maintain themselves above 
the threshold of consciousness. To state the thought in yet a differ- 
ent way, interest is the hospitality of old ideas toward similar now ones. 
From these statements it is obvious that Herbart did not think of 
interest as superficially amusing or diverting but rather as a serious 
ingredient of learning. To Herbart this ingredient had two facets. 
On the one hand, he used interest as the outcome of instruction when he 
referred to the pleasing feeling thatariscs from the association of old and 
new ideas of a like nature. On the other hand, he used interest as 
the means rather than the end of instruction when he employed past 
associations to facilitate apperception of current materials. 

To teachers the attractive feature of Herbart’s apperceptive 
psychology was the control it seemed to give them over the educative 
process. Lesson plans that liithcrto were uncertain of fulfillment were 
now apparently brought within the limits of empirical control. All 
the teacher had to do was to build up the right sequence of ideas and 
the desired conduct followed. Peculiarly enough, this feature of 
apperception, which recommended itself so strongly to most teachers, 
was at the same time the basis for one of the most serious criticisms 
against it. Some feared that it made education mechanical, that it 
was a threat to the pupil’s freedom. But, in spite of this reaction, 
after his death Herbart’s psychology enjoyed wide popularity in 
both Europe and America. In fact, just before the opening of the 
twentieth century a group of prominent American educators formed 
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themselveB into an association calljed the National Herbart Society 
for the Scientific Study of Education. 

The most significant paper ever read in this society was an early 
one by John Dewey (185&- ), in which, after criticizing Herbart's 

conception of interest, he proceeded to set forth his own psychology of 
interest. Dewey has become so identified with the field of educational 
philosophy that it is easy to forget that some of his best early writing 
was in the field of psychology. His chief objection to the apperceptive 
theory of interest was that it made out of interest a passive reflex 
of the clash or association of ideas. Consequently, as Dewey inter- 
preted Herbart, interest could be only an outcome of instruction. 
It could never be a means or a motive.' 

Passing to the positive statement of his own views, Dewey put 
fonvard a more biological psychology, ■which described original nature 
as spontaneously impulsive rather than passive. Moreover, the 
dynamics of impulse were not the result of the cn-vironment impinging 
on the self. On the contrary, Dewey thought of impulse as a spon- 
taneous outgoing of the self. Hence interest was a function of this 
native, self-propulsive quality of life. It was not stirred by an 
object, but itself picked the object out and attached itself to it. 
Objects were picked out, not because they posaissed the quality of 
lifting interesting, but because they were seen as instruments for realiz- 
ing some purpose of the learner. “The genuine principle of interest,” 
wrote Dewey in his paper, “is the principle of the recognized identity 
of the fact or proposed line of action with the self ; that it lies in the 
dii'ection of the agent's own growth, and is, therefore, imperiously 
demanded, if the agent is to be himself. . . . The gist of the psy- 
chology of interest may, accordingly, be stated as follows; An interest 
is primarily a form of self-expressive activity — ^that is, of growth 
through acting upon nascent tendencies.”* Many not con'vinced 
of this \’iew by Dewej’' were finally won over to it in the twentieth 
century by the importance Freudian psychoanalysis focused on innate 
biological drives. 

* Dowey further criticized Hcrbartian psychology for its social implications. 
To him it was “ a schoolmaster’s psychology, not the psychology of a child. It is 
the natural expression of a nation laying great emphasis upon authority and upon 
the formation of individual character in distinct and recognized subordination 
to the ethical demands made in war and in civil administration by that authority. 
It is not the psychology of a nation which professes to believe that every individual 
has within him the principle of authority, and that order means coordination and 
not subordination.” National Herbart Society, Yearbook, 1895, 2d supplement, 
"Interest as Related to the Training of the Will,” p. 29. 

’ Ibid., pp. 9, 15. 
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Ab for effort, conventionally thought of aa the antithesis of interest, 
Dewey proposed that it should be considered an ally of interest. He 
counted it absurd to think that uninteresting disciplinary tasks call 
forth more effort from a child than do vitally interesting ones. An 
effort of will is not something just expended when there is an absence of 
interest. Rather does the expenditure of effort indicate the strain 
that has been placed on interest because some obstacle lies athwart 
the path to the goal of one’s ambitions. Hence, the more interest, 
the more effort. 


GENETIC PSYCHOLOGY 

The introduction of a biological note into Dewey’s educational 
psychology may be taken as indicative of changes of much wider 
scope that were taking place in educational psychology by the end of 
the nineteenth century. During the last quarter of this century 
psychology passed from a philosophical to a scientific discipline. 
As Herbert may be said to have been the last of the great philosophical 
educational psycholo^sts, so perhaps G. Stanley Hall (1846-1924) 
may be said to have been the first of the new generation of scientific 
educational psychologists. Trained at the University of Leipzig 
under the direction of Wilhelm Wundt (1832-1920), founder of the 
first psychological laboratory, Hairreturned to AmericaTo^troduce 
in tne last decades of the nineteenth century the new approach to 
psychological problems. 

Hall’s chief contribution to educational psychology was in his 
promotion of the child-study movement. Although not the originator 
of this educational movement, he may be fairly said to have given 
it the descriptive phrase by which it subsequently became known. 
He called it "paidocentric,” and from that time on into the twentieth 
century the cliche “child-centered” became a rallying cry of great 
power. The center of his interest in the child was not so much in 
theories of interest, attention, forgetting, and learning as in a more 
adequate account of the content of children’s minds. While, as 
already stated, the child-study movement was older than Hall’s 
interest in it, the movement really began to gather momentum with 
his publication of The Contenta oj ChUdren’a Minda on Entering 
School. 

The material for this study he gathered by a novel technique at the 
time, the questionnaire method. Although this method is now known 
to have been handicapped by such serious inaccuracies as those 
introduced by hearsay and untrained introspection, it nevertheless 
afforded valuable new li^t at the time on the way to more careful 
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scientific studies in the twentieth century by students of his like 
Arnold Gesell (1880- ), to say nothing of a host of followers 

influenced by him. 

Much more significant than his method of gathering data was 
Hall’s genetic theory of interpreting it. Here it is necessary to bear 
in mind that Hall, like Dewey, was profoundly influenced by the 
biological thought of his day, especially the Darwinian theory of 
evolution. Believing that there is no psychosis without neurosis and 
learning from embryology that various stages of organic evolution 
are recapitulated in the gestatory period of the human embryo. 
Hall projected the further theory that the social stages in the history 
of the race were also recapitulated in the child’s educational develop- 
ment after birth. Accordingly, for each stage in man’s progress from 
savagery to civilization there was supposed to be a corresponding 
stage in the development of childhood. Thus the child must be a 
hunter at one stage and a builder at another. The teacher had to be 
a close student of when each of these stages appeared so that he could 
take advantage of the nascent opportunities for learning it offered at 
the crest of its power. 

Moreover, if recapitulation is complete, the teacher must expect the 
appearance of types of conduct, such as fighting, that, though histori- 
cally useful as a mode of adjustment to the environment, are no longer 
approved. Yet, when they appeared, instead of inhibiting them. 
Hall advocated that they be allowed to run their course. This was his 
famous theory of catharsis. By permitting expression for these 
tendencies at the normal time for their natural development. Hall 
believed that they would spend themselves and disappear before 
finding harmful expression in later life. 

Probably Hall thought his reputation as a psychologist rested on his 
genetic theory of recapitulation. The theory did have its heyday 
but then was discarded in the light of more accurate scientific evi- 
dence, which showed that nature often takes short cuts instead of 
recapitulating. In fact, the more enduring phase of Hall’s genetic 
psychology was his monumental study on Adolescence. Not the first to 
recognize the fact of adolescence, Hall .was the first to describe its char- 
acteristics with any scientific accuracy. He noted the rapid physi- 
olo^cal growth during this period, together with its psycholopcal 
counterparts, especially sexual differentiation and maturation. Both 
these developments were seen to underlie a rapidly changing estimate 
of the individual by himself as well as by others. The data Hall 
brought forth greatly influenced educators and led to an extensive 
reconstruction of educational offerings for this age group. 



150 


A HISTORY OF THE PROBLEMS OF EDUCATION 


FUNCTIONAL PSYCHOLOGY 

Another to be influenced by Darwinian evolution and to press even 
further the incorporation of the biological viewpoint into educational 
psychology was William James (1842-1910), the American pragmatist. 
In his ever popular Talks to Teachers on Psyrholrxjy he made an early 
lecture the occasion for asking teachers to lay aside the classic tradition 
of rational psychology and invited them to adopt with him the biolog- 
ical approach. This exchange involved several innovations. To 
begin, he gave psychological phenomena a new philosophical orienta- 
tion. Instead of conceiving of a primordial mind whose role was 
purely to know, James conceived of mind as a latecomer in the evolu- 
tionary series whose role was to aid man in making better practical 
adjustments to his environment. 

After identifying mind with biological adjustment to the environ- 
ment, James went a step further to point to the organic basis of 
psychological life. Having taken liis first professional study in 
medicine he was especially sensitive to the possibilities of a close 
connection between psychology and the sister sciences of physiology 
and neurology, a connection that German investigators had already 
well explored. Speculation on this point had been indulged in from 
the time of Plato.* With remarkable insight Plato had located the 
seat of the psyche in the brain, but his support of a mind-body dualism 
had greatly limited this physiological relation. Aristotle’s mis- 
location of the psyche in the heart^ was not so significant for the later 
career of the mind-body dualism as was his assertion that the active 
intellect was freed from the body and survived it after death. The 
Christian endorsement of this latter view greatly retarded the sub- 
sequent development of a monistic theory of the mind-body relation. 
However, by the last half of the nineteenth century, scientific psy- 
chologists were making some progress in this direction, as witness 
Hall’s association of psychosis with neurosis. In addressing his 

• To illustrate, F6nelon (1651-1715), the great French essayist and educator, 
held the quaint notion that “The substance of the brain is soft and it hardens 
every day; aa for the mind, it knows nothing — everything is new to it. The soft 
condition of the brain makes it easily susceptible to impressions, and the surprise 
of novelty easily excites admiration, and renders children very inquisitive. It is 
true, also, that this humid soft state of the brain, joined to great warmth, gives it 
ready and continual motion. Hence comes the restlessness of children, who arc 
unable to fix their minds upon any subject, or their bodies in any place.” Quoted 
in F. V. N. Painter, History of Edvatiion, pp. 232-233, D. Applcton-Century Com- 
pany, Inc., New York, 1886. 

> This mislocation probably accounts for the phrase "to learn by heart.” 
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psychological remarks to teachers James boldly committed himself 
to much the same theory although anxieties about its materialism 
were raised in the minds of his audience. 

Yet he begged off from the obligation of offering any exact expla- 
nation of what the mind-body relation was. In place of such an 
explanation James suggested that teachers content themselves with a 
description of the way psychological life functions. Thus he was one 
of the early founders of the school of functional psychology. His 
description of the way in which the mind functions, however, was the 
least original part of his functional psychology. Even his famous 
phrase “the stream of consciousness” was only a more graphic descrip- 
tion of the succeeding or passing states of mind earlier described and 
analyzed by David Hume. Besides, the focus and margin that James 
attributed to the stream of consciousness resulted in a concept that was 
but a less sharply defined adaptation of Herbart’s threshold of con- 
sciousness. Because of such antecedents as these it is no surprise 
that James further described mental functions in terms of the already 
familiar concepts of association and apperception. To improve the 
schoolboy’s memory, for instance, James recommended observance 
of the laws of association, especially those of contiguity and similarity. 

More novel in his treatment of functionalism was James’s discus- 
sion of instincts. He took issue wth psychologies that viewed the 
learner as a sort of passive receptacle for impressions. On the con- 
trary, he held to the principle of no reception without reaction, no 
impression without expression. Moreover, James held that certain 
reactions or powers to express oneself were unlearned and part of 
native endowment. While the educational psychologies of Locke and 
Herbart had emphasized nurture and environment, James returned to 
Aristotle and the faculty psychologists to emphasize nature and 
heredity. Yet, in delineating the functioning of native capacities 
James described them, not as faculties, but as instincts. Faculties and 
instincts have this in common, that they arc both concerned with 
inherent functions of the learner. But they differ markedly in the 
categories under which the various functions are classified. Among 
others, faculties had been distinguished into the functions of reason, 
memory, imagination, and attention because of the preeminence 
of the rational factor in learning. James’s list of instincts, however, 
was made up with biological categories more in mind. Thus he 
enumerated such native functions, or instincts, as fear, love, curiosity, 
imitation, pride, ambition, pugnacity, ownership, and constructiveness. 

Instinct psychology differed notably from faculty psychology also 
in the manner in which it figured in learning. In faculty psychology, 
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learning occurred through exercise of the faculties. In the case of 
instincts “every expired reaction is, as a rule, either a comjdicaiion 
grafted on a native reaction, or a substitute for a native reaction, which 
the same object originally tended to provoke.”^ In explaining learning 
in this fashion James remarkably anticipated the subsequent develop- 
ment of learning as “conditioning” or “associative shifting.” Since 
the teacher's art consists in grafting acquired reactions onto unlearned 
ones, it becomes of the utmost importance for him to be well acquainted 
with the pupil’s original equipment of unlearned responses. 

Perhaps for nothing is James so affectionately remembered as for 
his famous chapter on habit formation. Although some of the content 
was drawn heavily from the Englishman Alexander Bain (181S-1903), 
the delightful and plausible style in which the maxims were couched 
was all James’s own and continued to attract readers long after his 
death. Epitomized, these maxims were as follows: 

In the acquisition of a new habit, or the leaving off of an old one, we 
must take care to launch ourselves with as strong and decided an initiative as 
possible. . . . 

Never suffer an exception to occur till the new habit is securely rooted in your 
life. . . . 

Seize the very first possible opportunity to act on every resolution you make, 
and on every emotional prompting you may experience in the direction of the 
habits you aspire to gain. . . . 

Don’t preach loo much to your pupils or abound in good talk in the abstract. 

Keep the faculty of effort alive in you by a little gratuitous exercise every day.^ 

The outstanding functional psychologist in education during the 
first quarter of the twentieth century was Edward Lee Thorndike 
(1874- ), a former pupil of James. Thorndike first came into 

prominence with his experimental studies in animal learning. By 
observing the animals’ efforts to escape from a puzzle box constructed 
for them, he came to certain notable conclusions about the nature of 
the learning process. Central was his theory that learning the right 
response was largely accidental, a matter of trial and error. Progress 
in learning, that is, in the reduction of the number of errors and 
increase in the number of successes, could be plotted in the form of a 
learning curve. To state this differently, learning was a matter of 
connecting the right stimulus with the right response. Hence, 

* James, W., Tabes to Teachers, p. 38, Henry Holt and Company, Inc., New 
York, 1899. 

•Ibid., pp. 67-76. 
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Thorndike’s educational psychology has often been known as “con- 
nectionism" or “S-R bond psychology.” 

Going a step further, Thorndike reduced learning as the formation 
of bonds, or connections, to a set of laws. The principal laws of 
learning he declared to be the laws of exercise and effect. The law of 
exercise stated that, when a connection between a situation and a 
response is exercised, the strength of that connection is increased. 
Conversely, when it is not exercised, the bonds, or coimection, tends 
to weaken. The law of effect stated that the individual tends to 
repeat or learn quickly those bonds whose formation and exercise 
are accompanied or reinforced by a satisfying state of affairs. Con- 
versely, again, the individual tends to weaken cormections that are 
accompanied by an annoying state of affairs. The latter of these 
laws was reckoned the more important because it gave a plausible 
account of why some connections, or bonds, are eliminated and some 
are retained. 

Among several subsidiary laws of learning it will be enough to 
mention here the law governing “associative shifting” or, as some 
have come to call it, “conditioning.” This law states the circum- 
stances under which a response originally connected with one situation, 
or stimulus, can become shifted to or associated with another stimulus 
so that in the future the second stimulus will become connected with 
it to call it forth. This shift is brought about, according to Thorndike, 
by simultaneously presenting the new stimulus along with the old one. 
In this way bonds are formed to connect both stimuli with the initial 
response. When this has been accomplished, the old stimulus can be 
withdrawn and the new stimulus alone will call out the old response.* 

Here we have elaborated in detail James’s theory of education as 
grafting new responses on native or unlearned ones. While pausing 
to note this historical connection, it may be well to note several other 
antecedents of Thorndike’s inspiration. One of these stemmed back 
to Alexander Bain, the English inspiration of James’s thoughts on 
habit formation. In mid-nineteenth century Bain had already put 
forth a theory of learning that commenced ivith multiple random 
actions from which those were retained and fixed through repetition 
which brought satisfaction. But it is to Thorndike’s credit that he 
gave clear formulation to this theory, based on experimental evidence. 
As to Thorndike’s indebtedness to association and apperception 
psychology the very conception of associative shifting is probably 
sufficient witness. Yet again, it was his clever and experimental use 

‘ The Rusaian physiologist Ivan Petrovich Pavlov is perhaps most famous for 
experimental work on the conditioned-reSex type of learning in an i ma l s. 
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of old ideas that entitled him to front-rank recognition as an educa- 
tional psychologist. 

In addition to his contribution to general learning theory, Thorn- 
dike also shed considerable light on several more specific learning 
problems. In spite of its theoretical criticism and rejection by Locke 
and Herbart, faculty psychology continued right into the twentieth 
century to enjoy wide popularity. That educational corollary of 
faculty psychology, the theory of formal discipline and transfer of 
training, particularly retained a strong grip on laymen and teachers 
with little or no training in psychology. Thorndike, in cooperation 
with Robert S. Woodworth and followed by a long line of other 
investigators, set up experimental situations to test the actual extent 
to which improvement in one field of activity would spread or transfer 
to other fields.' The upshot of most of these studies was to discount 
severely the traditional broad claims for transfer, which ran close to 
100 per cent. Some investigators went to the other extreme of claim- 
ing that their results showed no transfer at all. Thorndike in his 
conclusions made the more moderate claim that there was evidence 
of transfer but only to the extent that there were identical or similar 
elements in the two situations under which practice took place. 

The results of these studies not only shook confidence in the theory 
of transfer but also cast further doubt on the validity of the whole 
faculty conception of educational psychology. The effects of learning 
instead of resulting in the general improvement of a faculty were now 
seen to be very specific. One learned precisely what he practiced 
doing. Indeed, insofar as one acted he became modified, and insofar 
as he become modified, he learned.® Innate functions there were, 
to be sure, but it was as instincts rather than faculties that they were 
modified or improved by later learning. At first Thorndike followed 
his former teacher James in distinguishing a long list of instincts. 
His later tendency, however, was to see that much of what was formerly 
thought instinct was really absorbed from the culture in which the 
learner grew up. Moreover, instincts came to be regarded as very 
plastic and capable of numerous modifications both as to the nature 
of their stimuli and the form of their response. 

' Thobndike, E. L., and R. S. Woodwobth, “The Influence of Improvement 
in One Mental Function upon the Efficiency of Other Functions,” Psychalogical 
Review, 8: 247-261, 384-395, 563-564, May, July, November, 1901. 

’ Cf. the statement on the psychology of learning by a critic of Thorndike’s, the 
educational philosopher William H. Kilpatrick, “We learn what we live. We learn 
each thing se we aceept it to act on, and we learn it in the degree that we count it 
important.” Selfhood and Cwtliealion, p. 146, The Macmillan Company, New 
York. 1941. 
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The theory of the specificity of learning led to many studies of how 
bonds, or connections, were formed in very specific learning situations. 
Thorndike led off with studies in the psychology of arithmetic and 
vocabulary. He was followed by others who investigated such 
specific problems as the best way to add and subtract, diagnosis of 
most common number-combination errors, and the influence of age 
and sex. Charles Hubbard Judd (1873-1946) and others did pioneer 
work on the psychology of reading which later led to such important 
discoveries as the way in which eye movements and perception span 
function in learning to read. In the course of time nearly all the 
subjects in the elementary and secondary school curricula received 
similar psychological attention.^ 

BEHAVIORISM 

In spite of the progress i1 made, functional educational psychology 
was not without its contemporary critics. There were many, for 
instance, who thought that functional psjmhology was using a very 
dubious analogy in predicating its learning theory to such an extent 
on animal learning. Broadening tliis criticism, they even expressed 
skepticism whether or not data drawn so largely from a study of 
bodily behavior rather than the field of consciousiness could properly bo 
called psychology. This reappearance of the old mind-body dualism 
seemed such an unwarranted thwarting of the scientific investigation 
of psychological problems that some functionalists just before the 
First World War were induced to magnify the behavioristic approach 
into a school of educational psychology known as “behaviorism.” 

The distinctive feature of behaviorism W'as its identification of all 
psychological phenomena with patterns of motor response. Even the 
phenomena of consciousness like mental imagery and purpose were 
reduced to some form or other of bodily response. “Muscle-twitch 
psychology, ’ ’ was the name given to behaviorism by its critics. Think- 
ing, for instance, was described as a laryngeal or subvocal habit. 
Furthermore, behavior as habit formation was exalted at the expense 
of instinctive behavior. In fact, John B. Watson (1878- ), the 

leader of the behavioristic movement, found only three functional 
propensities at birth — ^love, fear, and rage. This finding greatly 
increased for him the range of controlled behavior. 

Two important advantages were claimed for the behavioristic 
approach to psychological problems. For one thing, it freed psy- 

* For example, see W. H. Gray, Psychology of Elemeniary School Subjects, Pren- 
tice-Hall, Inc., New York, 1938, and H. B. Reed, Psychology and Teaching of 
Secondary School Subjects, Prentice-Hall, Inc., New York, 1939. 
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chological study from the subjective methods of investigation through 
introspection. Reducing psychological phenomena to overt instances 
of behavior, therefore, brought nearer the day when educational 
psychology could be studied as objectively as other sciences. For 
another thing, behaviorism, like previous educational psychologies 
emphasizing nurture rather than nature, held out great hopes to 
educators, doctors, politicians, and businessmen for controlling 
human conduct. Indeed, Watson went so far as to make the educa- 
tional claim that, given a normal healthy baby at birth and given 
control over his subsequent conditioning environment, he could train 
the baby to become a “doctor, lawyer, artist, merchant-chief, and, yes, 
even beggarman and thief, regardless of his talents, penchants, ten- 
dencies, abilities, vocations, and race of his ancestors.”' Needless to 
say, at this point behaviorism was ceasing to be a psychology of educa- 
tion and was rapidly becoming a materialistic and mechanistic phi- 
losophy of education. 


GESTALT PSYCHOLOGY 

Other contemporaries of the functionalists made an even more 
radical departure from the functionalist theory of learning expounded 
by Thorndike. Their quarrel with functionalism, particularly as a 
child of the earlier associationism, was that it took too analytical 
a view of learning. It made the order of learning appear to be a 
matter of linking, or associating, bits of experience. Learning was 
a matter of going from part to whole. This new group of psychologists 
made the radical suggestion that the study of learning should com- 
mence with the whole. In making this suggestion they were definitely 
reflecting a similar movement in other cognate fields — “holism” 
in philosophy, “field theory" in physics, and the “organismic” 
approach to biology. Hence much of the twentieth-century emphasis 
on the education of the “whole" child.* In fact, Gestaltists went so 
far as to claim that the mind was so constituted as to react to the 
total pattern or configuration of the situation. This school of psycho- 
logical thought took its name from the German word for pattern, or 
configuration. Gestalt, since much of the initial experimentation on the 
idea was done in Germany. It had its heyday among progressive 
educators in the two decades preceding the Second World War. 

The pith of Gestalt psychology can be quicldy gained from one of 

‘ Cf. Watson, J. B., Behamorum, p. 217, The People’s Institute Publishing Co., 
New York, 1925. 

' Even functional psychologists were not unmindful of the importance of the 
whole, as witness their attention to "concomitant learnings.” 
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their figures. Although the figure opposite 
has been drawn with gaps in it, there seems 




an inescapable tendency to ignore or close 
the gaps and thus complete the triangle. This 
tendency toward closure is characteriatically . 



Gestalt. One reacts to the total situation, to undisclosed but 


thinly veiled elements, as well as to the fully disclosed ones. To 
employ a favorite word of the Gestaltists, learning involves "insight.” 
After 8urve}dng all the factors in a situation, suddenly these fac- 
tors seem to shake down into a pattern, or configuration. Take 


the famous case of Wolfgang Kohler’s apes. One chimpanzee, 
after learning to seize food beyond his reach with the aid of a stick, 
was given two sticks neither one of which was long enough to reach 
the food but both of which, if fitted together, brought it within reach. 


The solution of fitting the sticks together occurred to the chimpanzee 
after more than an hour of trial-and-error behavior. When it came. 


it was not the result of random accidental motor behavior. It eame so 


suddenly, was attended with such new liveliness, and was remembered 
so well the next day that it left no doubt in Kohler’s mind that learning 


had occurred through genuine insight. 

The Gestalt theory of learning through insight was not intended to 
be regarded as just another kind of learning in addition to trial-and- 
error theory. Gestalt psychology regarded learning as doing some- 
thing new. Newness, it contended, could not be understood by 
analyzing the situation alone. On the contrary, newness consisted in a 
reorganization of the situation so as to bridge the gap between the 
situation and one’s goal. This gap is bridged when the situation is 
suddenly seen as a pattern including and leading to the goal. 


PRAOMATIG THEOHT OF LEABNINQ 

Pragmatists or instrumentalists like Boyd H. Bode (1873- ) 

have tried to describe more in detail just how this “reorganization of 
the situation” takes place. Although not a psychologist Bode felt 
called upon as a philosopher to intervene among the “conflicting 
psychologies of learning.”* He conceded that the educational psy- 
chologist must commence with a striving, purposing individual reacting 
to stimuli. But the secret of purposive learning, as he saw it, was the 
ability of the individual to keep reconstructing the stimulus as learning 
proceeded. In Bode's mind the reconstruction of the stimulus was 

‘The title of Bode’s first book on educational psychology was Confiidint 
Paydudofiet of Learning, D. C. Heath and Company, Boston, 1929. Later this was 
revised under the title How We Learn, 1940. 
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connected with the theory of meaning. When a thing is used as a 
sign of something else, it may be said to mean the latter. Now, to use 
a thing as a sign alters it. The alteration arises from the fact that 
there is usually a difference between the object as suggested or meant 
and as actually perceived later on. When this difference has been 
noted, it becomes necessary to remake the meaning or stimulus to 
conform to fact. When this has been done, the learner is ready to 
react to the reconstructed stimulus and use it to suggest future 
meanings. This process goes on cmitinually and is especially useful 
in explaining complex problems of learning. It fits in very well 
with Dewey’s theory of education as the constant reconstruction of 
experience. 

Moreover, Bode’s theory of learning afforded a neat account of that 
higher learning known as “concept formation.” Thus Bode said, 
“This process of relating the present thing to the thing meant in such 
a way that the latter is recognized as a suggested object is tied up 
with the process of concept formation. In order to form a concept 
the thing meant must not only be contrasted with the present thing 
so as to become a suggested object, but must further bo detached 
from the present thing altogether so that it can be dealt with independ- 
ently.”* When detached, it becomes a concept. 

PSYCHOANALYSIS 

Contemporary with functioiud, behavioristic, and Gestalt psy- 
chologies in the twentieth century was yet another psychological 
theory, that of psychoanalysis, which left a recognized impress on 
education, rsychoanalysis was originally a therapy that the Viennese 
physician Sigmund Freud (185&-1939) worked out for treating patients 
with marked neuroses. Freud’s therapy of psychoanalysis consisted 
in getting his patients to talk out their troubles with him. The more 
he succeeded in getting his patients to recollect and release the most 
intimate and confidential facts about their pasts, the more successful 
he was in enabling them to understand and overcome their neurotic 
conduct. 

After much experience with the technique of psychoanalysis, 
Freud came to certain theoretical conclusions. Perhaps basic was the 
fact that all conduct is motivated by the primitive biological drives 
of the individual. When these drives fail to function normally and an 
awkward maladjustment to the environment results, neuroses are 
likely to occur. This is especially the case where the social environ- 
ment may hold unacceptable the normal functioning of some native 

* /bid., p. 257. 
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propensity like sex and demands its repression. Only less important 
are situations where normal desires are left unfulfilled by the environ- 
ment. The danger is that these native or primitive desires when 
repressed or unfulfilled seek release under other guises. Freud and his 
followers identified a number of these, such ob the “defense mecha- 
nism,” “rationalization,” “compensation,” “logic-tight compart- 
ments,” “the inferiority complex,” and others. 

Most important for education, Freud noticed that a great many 
neuroses have their origin in childhood. Gaining secure lodgment in 
the child’s past before he is able to understand what is going on, 
these neuroses become mainsprings for adult conduct whose origin 
is lost in the past and whose original motives are hidden oven from 
their owner. The establishment of this fact has been a great spur to 
giving much more careful attention to wholesome living and educa- 
tional conditions for the years of ear]3'' childhood. It has been no less 
useful in analyzing the behavior ditHculties of older proble m children . 

It should also be mentioned that psi'chbanaiysis was sTforce in the 
mental-hygiene movement. The attention paid by schools to physical 
hygiene at the end of the nineteenth century was, in the twentieth, 
expanded to include mental hygiene as well. For long, pioneer 
workers on the frontiers of medicine, criminology, social work, educa- 
tion, and even religion had lieen aware of the need to diagnose and 
care for the mentally HI. The rapid growth of both psychoanalysis 
and psychological testing in the twentieth century so advanced the 
study of the mentally abnoi-maJ that preventive work came to take on 
equal importance with therapeutic. Maintenance of the normal 
mind through mental hygiene thus became as important a function 
of the school as the diagnosis and remedy of the abnormal mind.^ 
In order to assume some of this work, visiting teachers, teachers of 
special classes, and guidance counselors took on quasi-psychiatric 
functions. 


MEASUREMENT AND INDIVIDUAL DIFFERENCES 

Not least among the twentieth century’s rich and varied con- 
tributions to educational psychology was the progress made in the 
psychological measurement of individual differences. Though a 
beginning in the accurate scientific measurement of these differences 
was not undertaken till the end of the nineteenth century, the differ- 
ences themselves had been noted all through the history of education. 
To mention but a few cases, Plato in his Republic sorted children out 

* See, W. H. Burnham, Oreal Teachers and Menial Health, D. Appleton-Century 
Company, Inc., New York, 1926, 
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and prepared them to become philosophers, warriors, or artisans 
according to whether they were possesed of golden, silver, or leaden 
talents of mind. In preparing boys to become Roman orators Quin- 
tilian granted that some boys surpassed others in ability but claimed 
that dull and unteachable ones were as rare as those bom with mon- 
strous deformities. Frankly facing individual differences, the Ren- 
aissance’s great schoolteacher, Vittorino da Feltre (1378-1446), 
encouraged none to expect education for careers beyond their capaci- 
ties. Later, John Locke observed that children have such different 
natures that little or nothing may be done to make the pensive child 
gay or the sportive one restrained. 

A theory of the mind like Locke’s tabula rasa has been used histori- 
cally both to support and to contradict the existence of individual 
differences. Although his theory reduced all minds to a blank at birth 
and therefore apparently to equality, Locke himself did not hold them 
equal. Impressions made on a mind like wax, he realized, would not 
endure like those made on a mind like brass or steel. His French fol- 
lowers, however, disregarded this analogy and proceeded on the assump- 
tion that minds were not only a blank at birth but possessed of the same 
sensibility. The patent differences that minds exhibited were due, 
therefore, to exposure to different sorts of environment and different 
types of education. But whatever the source of these differences, 
whether of nature or nurture, the only comfort offered was the widely 
held belief that a principle of compensation governed in their dis- 
tribution. Thus, slowness of wits might be compensated by fleetness 
of foot, beauty of voice, or strength of arm. 

It was one thing to note these differences but quite another to 
assay them. F or long, the conventional method of assaying differences 
was through the recitation or examination. By these devices teachers 
early learned to separate the sheep from the goats in both intellectual 
aptitude and scholastic achievement. The origin of their units of 
measure or grades is obsciued in the remote past. There is evidence 
in eighteenth-century America, however, of the use of such descriptive 
terms as optimi, second oplimi, inferiores, and pejorea (best, second best, 
inferior, and worse). There is further evidence that early in the 
nineteenth century this fourfold method of marking or grading was 
translated into a numerical system by which students were rated on a 
scale ranging from 1 to 4. Later on, to recognize more than four 
grades of work, decimals were introduced, as 2.4 or 3.5. Other 
multiples of 4 were also used, including 100, which finally became the 
most popular.' But, in the long run, serious doubt arose in teachers’ 

* Cf. M. L. Smallwood, An Hittorieal Study «/ Examination and Orading Syo- 
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minda as to the dependability of such fine discriminations in pupUa' 
achievement as marking on the baeia of 100 permitted and encouraged. 
Instead of 100 grades, one reaction reverted to the earlier plan of 
distinguishing just four or in some cases five grades. For these they 
instituted letters, usually the first four or five in the alphabet, to 
indicate grades of work from excellent to failing. Some teachers 
trebled these grades by optionally adding a plus or a minus to each 
grade. Another reaction directed its attention to the subjective 
quality of all grades whether letter, number, or descriptive. It 
pointed to the notorious variability among teachers even where they 
read the same student’s examination paper in mathematics. ‘ 

It is not surprising, therefore, that in the course of time a demand 
should arise for a more exact measurement of individual differences and 
their educational products. The first educational psychologist to try 
to achieve precision by casting ptsychological data in mathematical 
terms was Herbart. In his psychology, it will be remembered, the 
dynamic quality of life manifested in idea, feeling, and will was 
supposed to be the result of the mutual attraction or repulsion of reals 
as they assailed each other. Just as Newton formed the mathematical 
equation for the gravitation of heavenly bodies toward each other, 
so it seems to have been Herbart's hope to state a similar equation 
for his doctrine of app)crccption. Lacking objective or experimental 
evidence for his conclusions, he made no headway whatever toward a 
science of psychodynamics. 

A more profitable clue to the measurement of differences came from 
the Englishman I’rancis Galton. Influenced by Darwin and biology 
more than by psychology, Galton was early struck by the great 
hereditary differences in men. In publishing his pioneer studies 
in this field he made his conclusions the more cogent by the application 
of novel statistical devices, which he developed. What Galton did to 
point out hereditary biological differences, the American J. McKeen 
Cattell did to call attention to pTsychological differences in reaction 
time, keenness of eyesight and hearing, pierccption of pitch, and the 
like. Wundt, the father of experimental psychology, liad tried to 
minimize such differences or hide them in averages. But Cattell 
insisted that deviations from the average could be as significant as the 
average itself. 

A quite different and still more promising approach to measurement 

Unu in. Early American Universities, Harvard University Press, Cambridge, Mass., 
1935. 

' For example, see D. Starch, and E. C. Elliott, "The Reliability of Grading 
High School Work in Mathematics,” School Review, 21 : 254-259, September, 1913. 
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was that of the Frenchman Alfred Binet (1857-1911) and his assistant 
Th4ophile Simon, who were the first to work out a practical yardstick 
for measuring intelligence. They were commissioned by their govern- 
ment to work out a test whereby authorities might know more precisely 
what children were of such low intelligence that they should be com- 
mitted to an institution. After experimenting with a variety of tests, 
some of them anthropometric, they finally evolved their famous scale. 
This scale was made up of a series of well-selected questions to test 
common sense and judgment 'within a field of experience common to 
all children of a given culture. By gi'ving the test to numbers of 
children Binet and Simon were able to establish norms for children of 
various chronological ages. Children whose intellectual age, as indi- 
cated by performance on this test, fell below their chronological age 
were noted as retarded. The degree of retardation was determined by 
subtracting the intellectual age from the chronological. Only later 
was it seen by another investigator that a more constant relation 
between the two factors could be gained by dividing the intellectual 
by the chronological age. This gave the intelligence quotient, or 
I.Q., so ■widely used to measure normal and accelerated children as 
well as retarded ones. Of course, the test had to be revised to tap the 
common experience of the children of different nations. In the United 
States this was most popularly accomplished in the Stanford revision 
of the Binct-Simon test. 

But the man who made educators measurement-conscious was 
Thorndike. At the turn of the century he offered what was probably 
the first university course in measurement. What it consisted in 
largely was an application of statistics to education. Statistics was no 
new thing, the mathematical theory of large-group phenomena having 
already been well launched by the Belgian Qu6telet (1796-1874) in 
the early nineteenth century. The possibility of applying statistics 
to education, however, was not perceived till Thorndike and his 
followers familiarized American educators 'with such concepts as aver- 
ages, means, sigma scores, probable errors, correlations, and the like. 

Nevertheless, there were many early doubters who thought that 
psychological data were too spiritual, too inaccessible, and too varied to 
be measured exactly. They saw no possibility of transmuting qualita- 
tive differences into quantitative terms. The proponents of measure- 
ment retorted that what could not be measured could not be known 
and was therefore of doubtful value. This bold retort rested on the 
assumptions that whatever exists at all e.xists in some amount and that 
what exists in amount can be measured. Attacking these assumptions, 
Dewey pointed out that education was concerned, not so much with 
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what existed, as with what did not yet exist, that is, with emergent 
learning. In spite of the controversy over presuppositions, the meas- 
urement movement won a secure place in American education. If not 
so exact as the more exact sciences, its pragmatic significance became 
well established. 

The progress that measurement made in professional respectability; 
is marked by several milestones at meetings of the National Education 
Association. When in 1897 J. M. Rice presented the first paper on the 
results of some early measurement, he was greeted with protest and 
derision. A decade and a half later in 1912 the measurement program 
lost by a small majority and only after heated discussion. But only 
two years after that a committee of the National Education Association 
on tests and measurements made a favorable report, which was 
adopted by a large majority. 

From this point on the momentum and scope of measurement 
increased continually. Progress was made in group as well as indi- 
vidual tests of intelligence. The group tests proved of special use in 
mobilizing America for both the First and the Second World War. 
Besides attention to intelligence, whole batteries of achievement 
tests were fashioned and standardized. By these, schools all over the 
country were able to judge themselves in terms of national norms. 
Tests to measure differences of aptitude and even personality traits 
were devised. Great progress in gaining professional confidence and 
overcoming popular prejudice was made when the Character Educa- 
tion Inquiry made extensive use of measurement techniques. 

Before the measurement of differences took on scientific character, 
there was a popular notion abroad, not only that good and bad traits 
were mutually compensated, but that individuals could be classed into 
distinct types. One of the chief things that measurement revealed, 
even as early as Galton’s studies, was the absence or, perhaps better, 
the overlapping of types. When large enough numbers were taken into 
account, it was seen that differences were distributed in a continuous 
gradation from one extreme to another. In other words, individual 
differences fit the Gaussian normal-distribution curve. Even in 
measuring the differences between two sexes or races, the amount of 
difference was found to be very slight as compared with differences 
within a single race or sex. Turning from differences between indi- 
viduals to differences between traits within a given individual, investi- 
gators found that ability in one trait tended to be highly correlated 
with a like ability in other traits. This finding disposed once and for 
all of the traditional notion of compensation. 

The prodigious advance that the twentieth century made in 
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educaticmal psychology was incorporated into a number of different 
practices and agencies that more readily put this knowledge at the 
service of school children. Preeminent here were the founding of 
psychological clinics for children such as those Lightner Witmer 
(1867- ) and William Healy (186&- ). Their diagnostic and 

remedial work accomplished untold educational salvage. Another 
practice that has drawn deeply on psychological resources and that 
has grown steadily in extent and significance is vocational and educa* 
tional guidance. ‘ These services sought primarily to give direction to 
the future by anticipating troubles rather than waiting for them to 
accumulate on the doorstep of the clinic. A final practice that has 
achieved some popularity has been the appointment of school psy- 
chologists. Of course, every teacher was grounded in educational 
psychology, but in the appointment of a school psychologist was tacit 
recognition of the fact that the scientific study of educational psy- 
chology had come of age, that the school could no longer be adequately 
served by a general practitioner but from nowon would need a specialist. 

> For a further account of guidance, see infra, pp. 315-317. 



CHAPTER VII 

METHODS OF INSTRUCTION 

How to transform the child’s ignorance into understanding is the 
educational problem beyond all others that has stood most persistently 
at the educator’s elbow throughout the long course of educational 
history. In simplest terms, this problem has taken the form of deter- 
mining the most effective things the teacher can do in order to get the 
child to modify his ways of behaving. In a more advanced state, 
the problem has taken the form of working out a method of exposition 
so that the child will not only change his ways but also comprehend 
what he is doing. In yet another form, the problem of instructional 
method is a matter of devising ways to motivate learning so that 
learning will occur easily and be remembered. 

The development of instructional method through the foregoing 
stages has not taken place independently. On the contrary, it has 
been extraordinarily dependent upon developments in other phases of 
education. As might be suspected, instructional methods have been 
unusually sensitive to change in the psychological theory of how learn- 
ing takes place. Yet there are powerful other factors that must be 
taken into account as well. Thus the phUosophical conception of the 
nature of man and the world in which he lives is an equally potent 
determinant of educational method. So, too, are the aims of education 
and the particular form of social and political organization under which 
the child is reared. Change any of these factors and the method of 
instruction must change correspondingly. 

IMITATION AND MEMORITER 

The chief anxiety of primitive and even early civilized cultures was 
for survival. In those days survival was precarious at best, so little 
known or so misunderstood were the contingencies that surrounded 
people. Consequently, these cultures coimted themselves successful 
if they reproduced themselves. They did not aim to survive by experi- 
menting with the precarious. They were content if they lost none of 
the experience of their ancestors. The method of instruction that 
early men found most appropriate to such circumstances was through 
imitation. Children commenced to imitate their elders first in play. 
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In fact, children of all periods have done this. Toys and games were 
miniatures of adult activities. As children grew older, they imitated 
their elders more closely by participating directly in the himt, in agri- 
culture, in domestic duties, and in religious ceremonies. The more 
advanced the culture, the more it was perpetuated by story and oral 
tradition. Naturally, before writing had been perfected, stories, oral 
traditions, and myths had to be memorized to ensure their exact 
reproduction. 

Even after the development of writing and after the Avriting down 
of the folkways had ensured them against loss, methods of instruction 
continued to depend upon imitation and memoriter. Among the 
Chinese, for instance, it was customary for the teacher at the lower 
levels to read a line from the traditional texts to his cliildren and then 
have them repeat it after him. When the children returned to their 
seats, they committed the line to memory by continuing to repeat it 
aloud. Indeed, loudness of repetition was supposed to make the 
impression on ilic memory the more emphatic. In any event, the 
practice explains Avhy ancient Chinese schools were very noisy places. 
After committing the line to memory the pupil was expected to “back 
his book,” that is, turn his back on his book and recite his lesson from 
memory. 

This simple test of learning was followed at the end of one’s school- 
ing by the public examinations for appointment to posts in the civil 
service. Probably no peojjle have ever made such wide use of exami- 
nations as both a pedagogical and a civil device as did the ancient 
Chinese. The examinations not only measured the learning achieve- 
ment of the nation but also provided an incentive for learning that has 
rarely been matched since that time. As might be imagined from the 
kind of preparation the Chinese made for this examination, the 
highest marks were given to those candidates with the greatest powers 
of retention and reproduction. Examinations were marked for literary 
excellence as well as factual content, but even in the matter of literary 
form, where some ori^nality might be expected to count in his favor, 
the candidate’s success was judged by his ability to conform to the 
style of the ancient and acknowledged masters of hteraiy style. 

A method of instruction that laid so much store by repetition and 
conformity naturally tended to become formal. Great teachers like 
Confucius (651-478 b.c.) were not unaware of this risk. In fact, the 
Chinese classics contain a number of wise maxims for teachers to bear 
in mind. Confucius particularly warned against memorizing the 
Chinese classics without understanding them or memorizing them with- 
out habituating oneself to act upon them. ^‘Learning without 
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thou^,-” he announced, “is labor lost, and thought without learning 
is^^^SmouB.”/^ Another Chinese sage had the penetrating insight into 
proper methods of instruction to advise the schoolmaster that "He 
ought to incite, animate, and urge his pupils, but never press them, 
still less force them.’’* Yet another advised the master not to pass too 
quickly from one subj^t of instruction to another or try to explain 
several things at once. ‘^The supreme art of teaching, ran a last maxim, 
lies in getting the pupil himself to ask questions. ^ 

In ancient India educational method was a similar mixture of wise 
precept and practice that honored precept more in the breach than in 
the observance. There, too, great emphasis was laid on memorization 
of the sacred texts. Preferably, the texts were to be memorized with 
understanding, but aU too frequently memorization was all that was 
achieved. The failure to understand the significance of what was 
learned often made learning a very dull if not soul-destroying experi- 
ence. Consequently, there was an ever-present inclination on the part 
of teachers to resort to severe disciplinary measures to keep their 
pupils at their lessons. But the sage Manu declared, “Good instruc- 
tion must be given pupils without unpleasant sensations, and the 
teacher who reverences virtue must use sweet and gentle words.’’® 
Yet even Manu recognized occasions when the instructor would have 
to punish faults with severe words and even threaten blows should 
the offense be repeated. 

The educational methods foimd appropriate in Oriental China and 
India proved no less appropriate among peoples closer to the beginnings 
of the Occidental educational tradition. Thus it is interesting to note 
that among the Jews **^5^ (shanah) the word “to repeat,” is also the 


Hebrew word meaning “ to teach.” Hence learning the Mosaic law, the 
chief item inthe Jewish curriculum, was largely a matter of rote memory. 
In turn, rote memory produced conformity to the law. Any sponta- 
neity of initiative that might have violated the Biblical injunction of 
Jehovah, “What thing soever I command you, observe to do it: thou 
shalt not add thereto, nor dimi nish from it,” was frowned upon.’ 

Conventionally, methods of instruction among the Jews were as 
barren in their formality as they were among the orientals. The 
Talmudic writings, fortunately, did not ignore this shortcoming. 
One finds there a number of observations for improving instruction. 
Perhaps chief is the importance attached to understanding the material 


* Quoted in S. S. Laurie, Historical Survey of Pre-Christian Education, p. 145, 
Longmana, Green and Company, New York, 1900. 

» Ibid., p. 176. 

* Deuteronomy, 12; 32. 
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to be memorized. But understanding always seems subordinated to 
memorizing, as witness the injunction “First learn by heart and 
then know.”‘ Another directive begins "The teacher should strive 
to make the lesson agreeable to the pupils by clear reasons, as well as 
by frequent repetitions” but concludes with the inevitable “until they 
thoroughly understand the matter and are enabled to recite it with 
great fluency.”* 

A more ominous ambiguity than that contained in the word that 
means both “to repeat” and “to teach” is offered by the Hebrew word 
(milsar) which means both “instruction” and “chastisement." 
Thus the Biblical warning, “Despise not the chastening of the Lord” 
may be equally well translated “Despise not the instruction of the 
Lord.” From this disciplinary angle Jewish methods of instruction 
were quite severe, especially in early Jewish history. With the Jews as 
with their early oppressors, the Egyptians, the rod was the symbol of 
instruction. The Book of Proverbs manifests its faith in the rod when 
it says, “He that spareth his rod hateth his son: but he that loveth 
him chasteneth him betimes” and “Foolishness is bound in the heart 
of a child; but the rod of correction shall drive it far from him.” 
Again, "The rod and reproof give widsom: but a child left to himself 
biingeth his mother to shame.”’ The Book of Ecclcsiasticus further 
supported the rod by stating that “He that loveth his son will continue 
to lay stripes upon him that he may have joy of him in the end. He 
that chastiseth his son shall have profit of him, and shall glory of him 
among Us acquaintance. . . . He that maketh too much of his son shall 
bind up his wounds; and his heart shali be troubled at every cry. An 
unbroken horse becometh stubborn; and a son left at large becometh 
headstrong. Cocker thy child, and he shall make thee afraid; play 
with him, and he will grieve thee. Laugh not with him, lest thou 
have sorrow with him. . . . Give him no liberty in his youth, and wink 
not at his follies. Bow down his neck in his youth, and beat him on the 
sides while he is a child, lest he wax stubborn, and be disobedient unto 
thee : and there shall be sorrow to thy soul.”’ Should the rod fail, there 
was even authority in Deuteronomy that a son be put to death.’ 

In contrast to such severity later Jewish methods seem more 

> Laurie, op. eit., p. 95. 

*lbid., p. 96. 

• Proverbs, 13: 24; 22: 15; 29: 15. 

* Eccleeiaaticus, 30: 1-13. As late as the seventeenth century in colonial 
America the rod of correction was recognised in the town of Dorchester, Massa- 
chusetts, as a divine ordinance of God in the education of children. 

‘ Deuteronomy, 21 : lS-21. 
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temperate. The Talmud even recommended that older pupils be not 
compelled to undergo corporal punishment lest it instill a rebeUious 
spirit in them. Moreover, punishment should be metecj out only to 
such younger pupils as have the capacity to respond by improving their 
learning performance. If they are congenitally dull and incapable of 
learning, the Talmud says they should not be punished. Even when 
punishment was indicated, the Talmud directed, “Children should be 
punished with one hand and caressed with two.”‘ 



COBPORAL PUNXSHKBNT ZN A GbEBK SCHOOL 

The teacher is the bearded man etanding at the left. Apparently an older boy or 
assistant is administering the flogging while the miscreant is held by his classmates. 
The Macmillan Com-pany, New York. 

The educational methods of imitation and memoriter also pervaded 
early Greek education. During Homeric times and for a long timo 
afterward the great man of noble example was held up for the young to 
imitate. With the emergence of the city-state as the central feature of 
Greek life, the laws provided the pattern that had to be memorized. 
In either case, the method of instruction aimed to affect conduct. 
There was no divorce of word and deed. The young were constantly 
under the surveillance of their elders. Whether under the eye of the 
parent, the Spartan “inspirer,” or the Athenian pedagogue, a young 
man was continually being directed or reminded that “this is just 
and that is imjust; this is honorable, that is dishonorable; this is 

' Quoted in G. Compnyrf, HMory of Pedagogy, p. 10, D. C. Heath and Com- 
pany, Boston, 1885, 
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holy, that is unholy; do this and abstain from that. And if he obeys,” 
added Protagoras, "well and good; if not, be is straightened by threats 
and blows, like a piece of warped wood.”^ 

It is noteworthy that flogging was imposed not only to correct the 
wayward but also, especially in Sparta, to teach endurance of pain. 
It was just another hardship like hunger, cold, and heat. It was ideal 
training for a society that, like Sparta, was constantly on a war 
footing. Moreover, it would probably be a mistake to think that 
Spartan boys did not like such discipline. Otherwise, why should they 
have submitted themselves to volimtary floggings before the altar of 
Artemis? 


SOCnATIC METHOD 

The glory of Greek education is that it did not continue indefinitely 
to perpetuate Greek culture through imitation and memoriter. By 
the fifth century b.c. methods of instruction that produced strict 
adherence to customary folkways began to give way for the first time 
to more critical procedures. Preeminent in the development of these 
procedures was the philosopher Socrates (469-399 b.c.) one of the 
greatest teachers of all time. In fact, the method of teaching that he 
employed has ever since borne his name. Briefly, the Socratic method 
aimed to teach not so much by transmitting knowledge as by inquiry 
into what might be accepted to be valid knowledge. This inquiry w^as 
carried on through the give and take of conversation, which Socrates 
guided by a cleverly put sequence of questions. 

The details of this brief sketch of the Socratic method should be 
expanded under several headings. For one thing, Socrates did not 
approach the instructional situation as if be already knew the answers. 
Rather he approached it full of questions. Once having obtained a 
tentative answer, he would proceed to put further questions to test 
the validity of that answer. The usual answers were little more than 
restatements of the uncriticized traditional or conventional thought 
of his day. Under continued interrogation and analysis these answers 
often turned out to be either contradictory or absurd — much to the 
discomfort of the person originally submitting them, especially if he 
had been fairly cocksure in the first place. Socrates thereupon would 
propose his own answer but even then usually in the form of a series of 
further questions. He always seemed to be feeling his way along, to be 
teaching by continually casting himself in the role of a learner. 

Many thought the Socratic method of instruction to be quite ironic. 
That is, Socrates seemed initially to accept the responses made to his 

* JowiTT, B., Works of Plato, vol. 4, p. 157, Tudor Publishing Co., New York, 
n.d. 
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opening questions at their face value but then revealed his initial irony 
by proceeding to demostrate the logical inadequacy of the response 
elicited by his interrogation. Any irony in the Socratic dialogues is 
perhaps more evident ex post facto to the reader than it was to Socrates 
himself. He genuinely did not claim to know. He did not claim to 
be (ro06s, wise, as did the Sophists. Rather did he claim to be a 
^iXoo-o^os, a lover of wisdom, which is the original meaning of our word 
“philosopher.”^ 

Socrates’ own version of his method was that it was maieutic. 
Modestly and reluctantly claiming to be possessed of wisdom himself, 
Socrates was more forward in claiming to recognize wisdom in others. 
He therefore took it as his p«!culiar function as a teacher to help others 
to give birth to the truth that was in them. Hence, on several occa- 
sions he referred to himself as an inlellectual midwife. Viewed from 
this angle his famous method of questioning was used like an obstetri- 
cian’s forceps to deliver ideas. The most famous instance of such a 
delivery is recounted in Plato’s MeiuK There Socrates at random 
chose a boy off the street and by clever (iiiestioning led liim to demon- 
strate a geometrical theorem in spite of the fact that notliing had been 
further from the boy’s whole experience the moment previous to 
Socrates’ summons.^ It should not bo overlooked how the Socratic 
method squares with Plato’s jMsychology of learning as a kind of recall 
of ideas once known but later lost in the recesses of the memory.” 
Perhaps this theory also explains how the Latin verb educere, meaning 
“to lead forth,” came to have the derivative form educare which 
later served as the origin of our English word “education,” 

The didactic questions that Socrates asked in his teaching-learning 
quest for knowledge were largely designed to bring out what was 
common in human experience. The method of the Sophists with their 
clichd of “man the measure of tilings” had emphasized what was 
individual and unique in human experience. Socrates was unwilling 

* Story has it that Socrates was amazed that the Delphic oracle declared him 
the wisest man in Greece. Hence, ho engaged any and all in conversation in 
search of one wiser than himself. Finding the wisdom of others to bo mostly 
pretense, Socrates finally agreed with the oracle but on the ground that he was the 
only man in Greece who did not think he was wise, 

* It is interesting that in the nineteenth century Pestalozzi, whose method was 
also principally one of oral questioning, did not think the Socratic method appro- 
priate for children because they lacked a background knowledge of both fact and 
liuguisitic expression to make it work. Robk, H. R,, Doctriru-a of Great Educators, 
p, 6, The Macmillan Company, Tjondon, 1918. The French educator and his- 
torian Gabriel Compayrfi took a similar view, asserting that the Socratic method 
might work for logir.a] subjects like mathematics and grammar but not for content 
subjects like geography, history, and science. Comfayb^, op. cit., p. 24n. 

' For a fuller development of this theory, see supra, p. 136. 



172 


A HISTORY OF THE PROBLEMS OF EDUCATION 


that learning should stop with such mere opinions or half thoughts, as 
he called them. Confident that true knowledge lay in the congruity 
or consistency of men’s thoughts rather than in their uniqueness and 
diversity, he insisted on talking problems through till concepts could be 
formed that would undergird or generalize the difierences revealed in 
discussion. In the times following Socrates his method was known as 
"dialectic,” from the Greek words iii and \iyu, meaning “to talk 
through.”* 

Both Plato (427-347 B.c.) in his Academy and Aristotle in his 
Lyceum employed the dialectical method of instruction. Of the two 
perhaps Plato leaned a shade more on the authority of the teacher. 
Not BO dogmatic as the Spartan Pythagoras, whose Ipse dixit settled 
controversies for his pupils, Plato nevertheless did favor considerable 
control in the rearing of children. Pupil freedom he favored only after 
appropriate habits had been formed to warrant it. Yet he did not go 
BO far as to countenance compulsion in learning, for he had grave 
mispvings that learning under compulsion would not have a lasting 
grip on the mind. 

Aristotle (384r-322 b.c.) was opposed to the dogmatic methods 
whether of Pythagoras or of the Sophists generally. The only way to 
learn to do things, he contended, was to do them. Therefore the only 
way he thought pupils could learn to think and organize their thoughts 
was to do their own mental tailoring. The teacher who would present 
the student with ready-to-wear thoughts deprived him of learning the 
art of cutting out and fitting together his own mental garments. 
Hence Aristotle was opposed to the instructional methods of the 
Sophists, "for,” said he, "they used to hand out speeches to be 
learned by heart. . . . And therefore the teaching they gave their 
pupils was ready but rough. For they used to suppose that they 
trained people by imparting to them not the art but the products.”* 


* John Dewey aummarizee learning under the Bocratic method as a search for 
opinions held by all men in common. Therefore dialectic is the means of finding 
agreement. There are three elements of such a dialectic; (1) an objective universal 
as the proper object of knowledge; (2) the implication of this universal in all par- 
ticular opinions; (3) the possibility of its discovery by systematic comparison of 
particulars. Monboe, P., Cyclopedia of Education, vol. 3, pp. 373-374, The 
Macmillan Company, New York, 1912. Obviously, this method of teaching by 
inquiry is different from Dewey’s own wherein the test of knowledge is found in 
undertaking physical operations, “activities,” the consequences of which will test 
the validity of the information or hypothesis originally acted upon. For a further 
exposition of Dewey, see infra, pp. 237-242. 

• Aristotle, De SophUlicit Elenehis, quoted in R. McKoon, The Basic Works 
of AristoUe, p. 211, Random House, Inc., New York, n.d. 
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Aristotle’s chief improvement on the Socratic dialectic was that he 
perceived more clearly than either of his predecessors the role of con- 
crete experience in teaching method. He believed that the Socratic 
method was moving in the right direction in striving to reach imiversals 
by induction. But the universal, he pointed out, was always implicit 
in the particular and concrete. Hence the implied importance of the 
teacher’s going from the concrete to the abstract and from the particu- 
lar to the general or universal. 

Rapid educational progress might have followed on the further 
development of this now obvious educational truth of Aristotle’s. 
But the generations of teachers who followed Aristotle were too dazzled 
by his principles of deductive lo^c. Consequently, they taught by 
deductively elaborating the implications of the works of the Greek 
masters and for long centuries seriously neglected Aristotle’s inductive 
principles. Indeed, it is a singular circumstance in the history of 
educational method that, when teachers switched from teaching truth 
as something to be found out to something already perfected by the 
master and to be transmitted from teacher to pupil, the golden age of 
Greek education came to a close. 

IMITATION AND MEMOHITEH IN AN ADVANCED CtTLTITHE 

The Romans were no innovators in educational method. Yet, 
much as they copied from the Greek, they seem never to have copied 
Greek methods of instruction in their most creative phase, the dialectic 
of Socrates. In fact, Roman educational methods never rose much 
above copying. They were thus a throwback in an advanced civiliza- 
tion to the procedures characteristic of early cultures, the procedures of 
imitation and memoriter. 

Like the Jews, Roman boys were expected to memorize the law of 
their people as set down in the Twelve Tables. Like the Greeks, 
Roman boys were set noble examples of manhood to imitate. But 
unlike the Greeks their own progress toward manhood was under the 
supervision, not of an "inspirer” or a jjedagogue, the latter often being 
a slave, but of their fathers. Thus a Roman youth was his father’s 
frequent companion in forum, camp, and field. He learned the Roman 
virtues of fortitude, prudence, earnestness, honesty, and piety not only 
by imitating the heroes of legend and histoiy but also by observing 
these virtues in his father and his father’s associates. It was even 
an adage, mentioned by Rome’s greatest schoolmaster, Quintilian 
(35-100), that the way of learning by precept was long and difficult 
but, by example, short and easy. 

Later, when Rome extended its political dominion over Greece and 
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Greece retaliated by captivating Rome with Hellenic culture, there was 
a steady infiltration of Roman education by Greek methods and 
materials of instruction. The education of Roman youth became 
more literary in character. More time was spent on the grammar and 
rhetoric of effective speech. The method that was probably common 
in both countries for introducing the young to their letters was well 
stated by Dionysius of Halicarnassus. “When we learn grammar we 

take up first the names of the ele- 
mentary sounds, called letters; then 
the forms and values of the letters. 
After we have learned these, we 
pass to syllables and their changes 
and, these having been mastered, 
to the parts of speech — nouns, 
verbs, and connectives, together 
with their affections — long and 
short quantities, accents both 
acute and grave, genders, cases, 
numbers, modal endings, and a 
thousand other things of that sort. 
After we have compassed the 
knowledge of all these, and not 
till then, do we begin to write and 
to read.”' 

By the time the Greek or Ro- 
man youth had learned enough to 
commence the reading of approved 
authors, a more advanced method 
of instruction was employed. Se- 
lected passages from these authors 
were analyzed and discussed. The Greek Protagoras (481-411 b.c.) 
was the first to initiate this method of instruction. Another Dionysius, 
Dionysius of Thrace, gave precision to this procedure by dividing the 
analysis into six parts. The teacher first was to give the selected pas- 
sage an exact reading with particular regard to pronunciation, punctua- 
tion, and rhetorical expression. Then followed an explanation of any 
poetic figures of speech. Third, the teacher made an exposition of 
unusual references, historical or mythological. Fourth, the teacher 
commented on the author’s choice of words and gave the etymology 
of any rare ones. Next he gave attention to the grammatical forma 

* Walden, J. W. H., The Univeraitiee of Aneieni Oreece, p. 21n., Charles 
Scribner’s Sons, New York, 1909, 
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employed and ended with a Uteraiy critique of the passage as a whole. 
Thus were the Greco-Roman youth taught to express themselves 
forcefully and artistically. 

The chief and p>erhaps only systematic expositor of instructional 
method among the Romans was Quintilian. On the whole, his 
methods were similar to those of Dionysius of Halicarnassus and 
Dionysius of Thrax, departing from them chiefly to adapt them to 
the specialized training of the orator. But even so his carefully 
matured exposition in his Institutes of Oratory was built not so much on 
independent criticism as on the cornerstones of memory and imitation. 
There he referred to the capacity to memorize and to imitate as the 
traits in a boy that gave the greatest promise of successful prepa’-ation 
for a future career. All else seems a means of facilitating and pro- 
moting these two. Anxious th.at children should not develop a distaste 
for education, Quintilian was free in dispensing praise. Indeed, he was 
even ready to enlist amusement and play in order that the young 
should not lose their interest in school. Purthermore, the beneficial 
influence of an occasional holiday on learning was not lost on him. 
To spur boys on, Quintilian was not averse to appealing to a boy’s 
ambition and even envy. In the same spirit he would set boys in 
competition with each other although he was not unaware of the 
attendant vices of such a procedure. 

As for stimulating the student’s educational output through flog- 
ging, he set himself resolutely against this in spite of the fact that it 
was the common practice of his day. Indeed, so common was it that 
the phrase "to withdraw the hand from the rod" was an idiomatic 
expression to denote leaving or closing school.* The reasons for his 
opposition Quintilian stated very clearly. In the first place he held 
flogging fit only for slaves. In the second place he feared that its final 
effect would be only to inure the boy to blows. And in the third and 
last place be disapproved of punishment because it is futile when a 
child is grown and no longer amenable to threats and blows. 

Much of Quintilian’s great success as a teacher arose from his 
recognition that boys were not all alike and that different methods 
were appropriate for different natures. Jewish teachers had vividly 
described four types of students resulting from their emphasis on 
memoriler — the sponge, the funnel, the sieve, and the winnower. Yet, 
so far as appears from the record, they had not varied their methods 
accordingly. Quintilian was more inclined to distinguish between 
students on the basis of the quickness with which they learned. Some, 
he recognized, learned through steady and continued application to 

* Lachib, op. dt., p. 343. 
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their studies and others through rapid and intense concentration. If 
Quintilian, like many of his profession, was a trifle impatient with the 
slow, he was no less suspicious of the precocious. In either case, he 
was quick to sense that some of his pupils required the spur while 
others needed to be reined in with the bit, that some could be spurred 
by fear while others were paralyzed by it. On the whole, he preferred 
the boy whose powers were cultivated under the lash of ambition and 
whom reproach stung to the quick. 

CH1USTIAN .VND SCHOLASTIC METHODS 

One of the greatest teachers of antiquity was one whose principal 
interest was not in education at all. This was Jesus. Although he 
was primarily a great religious and moral leader, he often exerted his 
leadership in the role of teacher. Many of his precepts are introduced 
in the Bible by the expression “and he taught them, saying. ...” 
Moreover, his closest followers were known by their educational 
relationship to him, that is, as disciples, a term which stems from the 
Latin diacipulua, meaning "pupil.” 

There are a number of features that distinguish the methods of 
Jesus as a master teacher. The feature that apparently impressed his 
followers most was the fact that “he taught them as one having 
authority. In this respect he differed markedly from Socrates. 
But though the two approached the teaching of truth from different 
angles, both were utterly fearless in the teaching of it, as witness the 
fact that both paid for their courage with their lives. Jesus’ authority 
as a teacher rested in part on a thorough command of Jewish lore and 
in part on a cogency of presentation that exercised great persuasion 
upon the mind of his day and of all later times. 

Perhaps most cogent in his art of instructing the masses who fol- 
lowed him was his use of the simile and parable. His materials were 
always drawn from the familiar background of his listeners, and so 
pertinent and incisive were his figures that only the dull or obtuse 
could miss the point. He encouraged questions but often anticipated 
them in the minds of his disciples before they were even asked. Not 
least in accounting for the success of his methods as a teacher was the 
fact that he loved children, as witness one of his most frequently 
quoted passages addressed indirectly to them, “Suffer the little 
children to come unto me and forbid them not for of such is the king- 
dom of God.”* 

In propagating the Christian viewx>oint in the centuries immedi- 

' Matthew, 7; 29. 

> Mark, 10; 14. 
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ately following the death of Jesus various methods were employed. 
As Christianity appealed at first chiefly to the lowest social classes 
among whom previous education was at a minimum, it should not be 
surprising that the methods of instruction were largely narrative and 
exhortatory. Christian doctrine was taught qui,te dogmatically. A 
high value was set on orthodoxy in the instruction of these ignorant 
people. Conformity was achieved by a catechetical form of instruc- 
tion, a system of oral questioning not unlike the Socratic method yet 
markedly different in that answers were fixed in advance. In training 
the body as well as the mind, the methods employed were largely 
ascetic and disciplinary. 

Later, when Christianity became well established, with followers 
from the upper as well as the lower classes, more literate and hence 
more conventional methods of instruction came to prevail among 
Christians. But conventional education toward the end of the Roman 
Empire was rapidly becoming formal and lifeless. Too much emphasis 
was placed on the letter and too little on the spirit of instruction. 

None among the Christian leadership protested more vigorously 
against this decline than did St. Augustine (354-430), one of the early 
church fathers. lie favored remedying the situation by putting more 
emphasis on deeds and less on words. Thus he would have grammar 
taught, not from rules, but by association with men of correct speech. 
So too in teaching rhetoric he would emphasize not so much a study 
of rules as a study of great orations. And no study should be done 
under compulsion “for no man does well against his will though that 
which he does be good,”* Again, St. Augustine would encourage 
questions from the student so that the teacher could gauge the stu- 
dent’s comprehension of his work and also shape the further direction 
of the discourse. Apparently, he hoped to develop an inquiring state 
of mind, for he derisively inquired, “Who is so stupidly curious to 
send his son to school in order that he may learn what the teacher 
thinks?’’’ 

The times in which St. Augustine lived toward the end of the 
Roman Empire, however, were too decadent to pay much attention to 
his caveat. The basic political and economic conditions favorable to 
educational development continued to deteriorate till the nadir of the 
Middle Ages was reached. Had it not been for the Catholic Church, 
literacy might have all but disappeared. With the inroad into the 

‘ AuonsTiNB, St., Confesnoru, Bk. I, Chap. 12, G. P. Putnam’s Sons, New 
York, 1931. 

* AtJOUBTUTE, St., De magiatroj p. 66, D. Appleton-Century Company, Inc., 
New York, 1938. 
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Roman Empire of the barbarians from northern Europe, culture was 
reduced to such a low ebb that the main problem of educational method 
became that of cultural survival, as it had been in early and primitive 
cultures. Memoriter and imitation were reinstated as the basic 
educational methods of roonasticism and chivalry, the principal reli- 
gious and secular educational stereotypes of the medieval period. 
Both were supplemented to a greater or lesser degree by asceticism as 
a method of teaching amenability to discipline among the vigorous 
but unruly populations of northern Europe. 

Although progress in educational method was marking time during 
the medieval period, it would be a mistake to conclude that the methods 
employed were lacking in vigor. The training of both monks and 
knights was thoroughly realistic. Each was an apprenticeship in 
doing. The young page or squire, for instance, learned the accomplish- 
ments of a kinght at a castle, where he became a kind of attendant to 
the lord of the castle. There under his surv'eillance and that of his 
lady the candidate for knighthood learned horsemanship and the use 
of arms as well as the knightly code and polite manners. Similarly, 
the monk learned his religious duties, often together with some craft 
like farming or cop.vnng manuscripts, from older, more experienced 
brothers, all under the supervision of the abbot. 

The more systematic development of educational method did not go 
forward again till the end of the Middle Ages and tlie rise of the medie- 
val university. This, it will be remembered, was the great jjeriod in 
which the Catholic Church was bu.sy ab.sorbing into its doctrine the 
pliilosophy of Aristotle. The precise way in which Greek and Chris- 
tian viewpoints should be accommodat'd to each other raised many 
profound issues for medieval pupils and te.Tchers, who were then 
known as Schoolmen. One of the most famous of these Schoolmen, 
the monk Pierre Abelard (1079-1142), attracted a great following of 
students by propounding these subtle issues, not in the form of dog- 
matic answers, as was conventional among his contemporaries, but in 
the form of open questions. A list of these questions without any hint 
of their proper answers became known under the famous title of Sic el 
non. Perhaps his own unorthodoxy led him to de^dse this method as a 
means of w'arding off official censure. 

However that may be, there can be little doubt that Abelard’s was 
one of the most challenging of teaching devices. It left its mark even 
on the method of the much more famous Schoolman St. Thomas 
Aquinas (1225-1274), w'hose teaching became the very source of 
Scholastic orthodoxy. According to St. Thomas Aquinas, one leams 
either independently through his <ma discovery or through being 
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dependent on someone else to instruct him. But even in the latter 
case the teacher does not, as is so often thought, transfer his knowledge 
bodily to the student. On the contrary, St. Thomas Aqujpas main- 
tained that in learning by instruction, just as in learning by discoveiy, 
the teacher must regard the learner as the primary agent. There is no 
teaching without learning, and learning is a self-active process on the 
part of the learner. Hence the proper method of the teacher is not 
to transmit his knowledge to the pupil but from the pupU’s potentiali- 
ties to educe in him actual knowledge which will be similar to that 
already in the teacher. 

More immediately and particularly, the way to educe such knowl- 
edge from the pupil’s potentialities is through the logical demonstra- 
tion of the syllogism. Here St. Thomas Aquinas followed Aristotle 
very closely, for he thought the syllogism represented the way in which 
the mind worked. And since the quality of mind is the same in all, 
the syllopsm was the best method of expositon for the young as well 
as for the mature student. This method is seen at its best in the way 
in which St. Thomas Aquinas wrote his Summa iheologica, that great 
canon of Scholastic or Catholic orthodoxy to this day. There, like 
Abelard, he introduces his material in the form of a question similar 
to the Sic ct non. But, not content, like Socrates and Abelard, to 
stimulate the pupil’s thinking by leaving the object of inquiry open, 
St. Thomas Aquinas proceeded in a scries of logical syllogisms to review 
the authorities, propose the correct solution, and refute all objections 
to it. Holding to the philosophy of education that he did,' St. Thomas 
Aquinas would hardly have believed in digging a ditch before his 
pupil without later on filling it up so that the student could success- 
fully cro.ss to the other side. 

Students in the medieval universities not only had the curriculum 
presented and explained to them in a series of syllogisms but were 
also expected to gain considerable proficiency in the method of the 
syllogism itself. The technique for teaching this was the disputation. 
Just as the masters, or professors, disputed among themselves over 
such problems as were set in Abelard’s Sic et non, so medieval students 
disputed among themselves. Theses were proposed and maintained 
against each other. The success of defense and attack depended on 
one’s knowledge of dialectic and on the nimbleness with which one 
could manipulate the formal rules of the syllogism.’ The importance 

' jSupra, pp. 106-112. 

* For an example of what waa long required, see F. Winterton, “The Leason 
of Neo-ScholBBticiam,” Jlfind, 13; 398-400, July, 1888- Sec also D, Potter, 
Debating in the Colonial Chartered ColUgee, Chap. I, Teachers College, Bureau of 
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of the disputation as a method of instruction is best revealed in the fact 
that, just before getting his degree, the medieval student had to engage 
in a disputation in which he successfully maintained a selected thesis 
against all comers, including his professors in the guild of masters. 

Employment of the syllogism caused the method of St. Thomas 
Aquinas to lean heavily upon instruction through words. But words, 
he claimed, conveyed more meaning to the learner than could the 
things that the words symbolized. A concrete perceptible object 
conveyed no more to the learner than the limited attributes it possessed 
as an accidental instance of the class of objects to which it belonged. 
Words, however, did not suffer such a limitation. They could symbo- 
lize all the attributes of a whole class of objects. To state this in 
other terms, words more nearly approximated generalized universals 
and therefore conveyed a wider scope of knowledge to the student 
than did things. 

THE LECTURE 

Also inclining methods of instruction to a highly verbal character 
was the custom of professors at medieval universities to lecture to their 
students. The growth of the lecture method can be directly attributed 
to the great scarcity of books at these budding institutions of learning. 
Since the first printed book was still some centuries off, the Middle Agetf 
and even the Renaissance had stiU to depend on the art of the scrivener 
for the copying of books by hand. Because the teacher at the medieval 
university was usually the only one who possessed a book, he fell into 
the habit of teaching by reading his book while the students took notes. 
So common did this habit or custom become that the Latin word 
meaning “to read,” legere (past participle lectus), became synonymous 
with “teaching.” Often the reading, or lecture, amounted to littlemore 
than dictation. And even dictation required frequent repetitions. 
When and where books became more abundant, the lecture turned 
from dictation and exposition to commentatio and summa, that is, 
to a summary of authors or a commentary on them. 

Whether books should hold an important position in the art of 
instruction was an old bone of contention. Two of the greatest Greek 
teachers apjjear to have been somewhat jealous of the encroachment of 
books upon the precincts of oral instruction. Isocrates (436-338 b.c.), 
master of rhetoric, placed the book beneath the lecture in effectiveness 
because it deprived the reader or student of the author's or teacher's 
force of presentation as conveyed by his voice and rhetorical manner. 

Publications, New York, 1944, and C. Meriwether, Our Colonial Curriculum 1607- 
1776, Chap. 8, Capitol ^blishing Co., Washington, D.C., 1907. 
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Plato’s criticisms of books extended even further. He attacked them 
for weakening habits of memory since they encouraged the student to 
rely on his notes for recollecting pertinent information^ Plato 
further indicted books for their inflexibility. Thus, the book cannot, 
like the teacher, detect when the student fails to understand and offer 
further explanations. Hence, in addition to the book, the constant 
need for the exercise of dialectic. It has already been observed how the 
medieval university fulfilled this need by supplementing the lecture 
and the text with exercise in disputation. Further evidence of 
inflexibility Plato found in the fact that books could not make allow- 
ances for individual differences among readers. Teaching, he declared, 
is like agriculture ; different soils require different crops. So, in a way 
not open to the book, the teacher can in oral presentation adjust 
instruction to different types of mind.^ 

But in spite of such telling arguments books continued to grow in 
importance as instruments of instruction. Indeed, by the time of the 
medieval university, books became revered because of the uniformity 
and authority with which they invested instruction. Some texts 
might even be said to have had a canonical prestige. Thus in phi- 
losophy the books of Aristotle, in law the Justinian Code, and in 
medicine the writings of Hippocrates and Galen came to be universally 
accepted as the authoritative texts in their fields. 

With the invention of printing the pedagagical importance of 
books was established beyond question. The printing of books at 
last freed instruction once and for all from the necessity of the method 
of personal communication from teacher to pupil. The extent and 
rapidity with which instruction could be propagated were enormously 
increased. Moreover, the control of thought, which had been rela- 
tively easy so long as the multiplication of books was done by hand, was 
now rendered far more difficult. Indeed, it is probably not too much 
to say that the astonishing versatility of modern civilization and educa- 
tion is in large part due to the development and spread of printing. 

The University of Halle, which has often been called the precursor 
of the modem university, was the first to make important amendments 
in the lecture system of the medieval university. It transformed the 
lecture from an interpretation of accepted texts into the systematic 
presentation of a growing field of knowledge. Ultimately this change 
in the form of the lecture led to a similar alteration in the form of the 
disputation. By the time of the founding of the University of Berlin 
at the opening of the nineteenth century the disputation had given 

‘ Freeman, K., Schoola of HelUu, pp. 204-207, Macmillan & Company, Ltd., 
I/indon, 1022. 
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way to the dissertation. The candidate for a university degree still 
had to defend a thesis in oral argument. But the thesis, instead of 
aiming at the syllogistic elaboration and consolidation of some accepted 
canon of truth, had become a hypothesis on which the student had 
inductively endeavored to collect new experience to see whether the 
hypothesis could be used as a sound premise. 

HUMANISTIC METHODS OF INSTIIUCTION 

The lecture and disputation were largely for teaching mature 
students attending the professional faculties of law, theology, medicine, 
and arts, in the medieval university. In reviving the Greco-Roman 
ideal of liberal education, the Renaissance, to which the medieval period 
gave way, appealed to a younger group of boys. This shift in school 
clientele required a shift in methods. Moreover, since it was necessary 
to carry on the pursuit of the liberal arts in the Greek and Latin 
tongues, pedagogical method naturally shifted from a base in logic or 
dialectic to one in grammar and rhetoric. Hence, there was a return 
to the methods of memoriier and reproduction. Indeed, the formula 
for instruction in the humanities was epitomized in the three Latin 
words praecepta, exempla, and imilatio. An e.xcellent formula, it 
degenerated when narrowly limited to the Style of just one classical 
author, Cicero. 

The spirit of the Renaissance at its best was marked by an endeavor 
to enjoy life more abundantly. It should not be surprising, therefore, 
that the best Humanistic teachers of this period attempted to make the 
educative process an attractive and enjoyable one. While a number 
succeeded in doing so, the Dutch scholar Erasmus (1466-1536) has 
left the best written instructions on how to accomplish this end. At 
the very outset he was careful to note in his De pueris instituendis the 
limits that the “innate capacity" and the “native bent" of the child 
set to what could be accomplished through instruction. In this he was 
joined by Vittorino da Fcltrc (1378-1446), an earlier and equally 
great Italian Humanistic teacher. The latter was early to realize that 
practically no pupil was endowed with aptitudes in every direction, in 
fact, that very few had exceptional talents in even three or four 
directions. 

In teaching the humanities, that is, Latin and Greek — their 
grammar and the culture locked up in them — Erasmus in the main 
employed the methods already tried and systematized by the great 
teachers of antiquity with whose pedagogical writings he was undoubt- 
edly quite familiar. In his Ratione studii he recommended studying 
classical authors in much the same manner that Quintilian had and that 
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Dionysius of Thrace had outlined before him. But Erasmus would 
have the teacher commence with an appreciation of the author under 
consideration, giving the important facts about his life and^surround- 
ings and an estimate of his talents and the characteristics of his style. 
Side by side with a consideration of the author’s point of view, Erasmus 
would have the teacher comment on his diction, metaphorical and 
allegorical figures, and the peculiarities and elegancies of his style. 
Lastly he would have the teacher give what none of his predecessors 
had recommended, a moral evaluation of the passage. 

His method for overcoming difficulties of exposition Erasmus 
summed up in a few simple directives. “First, do not hurry, for 
learning comes easily when the proper stage is reached. Second, 
avoid a difficulty which can be safely ignored or at least postponed. 
Third, when the difficulty must be handled, make the boy’s approach 
to it as gradual and as interesting as you can.’’’ To besetting the 
pupil with difficulties merely as difficulties Erasmus attached no 
merit at all. In another counsel he enjoined, “The master must not 
omit to set as an exercise the reproduction of what he has given to the 
class. ... A literal reproduction of the matter taught is, of course, 
not required, but the substance of it presented the pupil's own way. 
Personally I disapprove of the practice of taking do\ra a lecture just 
as it is delivered. For this prevents reliance on memory which should, 
as time goes on, need less and less of that external aid which note 
taking supplies.’’^ The further improvement of memory he summed 
up in three added simple directives, “Understand, arrange, repeat.’’® 

Erasmus's introduction of some independence and individuality 
into the learning of lessons W'as most welcome in an age addicted to 
verbatim memoriter and a slavish imitation of the literary style of 
Greek and Homan masters, e.specially Cicero. In this departure he 
had the support of the French essayist Michel de Montaigne (1533- 
1592) in the generation following his owm. Montaigne deprecated 
teachers who behaved as if teaching were pouring knowledge into a 
funnel, the small end of wliich was in the pupil’s car. In writing 
Of the Education of Children Montaigne exhorted the teacher not to 
insist on repetition of the lesson but to let the pupil “put it to the 
test, permitting his pupil himself to taste things, and of himself to dis- 
cern and choose them, sometimes opening the way to him, and some- 
times leaving him to open it for himself; that is, I would not have him 

’ De piicm instiUiendis, in W. H. Woodward, Erasmus, p. 217, Univorsity 
Proas, Cambridge, Moss., 1004. 

® De Ralione atudii, in Woodward, op. cit. pp. 177-178. 

* Ibid., p. 216. 
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alone to invent and speak, but that he should also hear his pupil 
speak in turn. . . . Let him make him put what he has learned 
into a hundred several forms, and accommodate it to so many several 
subjects, to see if he yet rightly comprehends it, and has made it 
his own.”^ As an instance of what he meant by having the pupil learn 
by experiencing himself, Montaigne suggested that “whatever there is 
singular and rare near the place where he is, let him go and see it; 
a fine house, a noble fountain, an eminent man, the place where a 
battle has been anciently fought.’’* 

But both Erasmus and Montaigne were ahead of their times in 
seeking such independence for the individuality of the pupil. Thus, 
Montaigne’s great English contemporary, Roger Ascham (1515-1568), 
no doubt more accurately portrayed the professional convictions of 
the time when he proclaimed that “Learning teacheth more in one 
year than experience in twenty; and learning teacheth safely when 
experience maketh more miserable than wise.’’* Again, in spite 
of the fact that he enjoyed some renown as an innovator in classroom 
method, Ascham reaUy only made contemporary methods of language 
instruction more efficient. What he proposed as a method of 
ensuring accuracy in translating Latin was that the pupil should 
render a passage into English and then, after a lapse of time, render 
his translation back into Latin. A comparison, later, of the final 
product with the original would afford an accurate measure of his 
command of the language. 

On study and making it more interesting Erasmus had several 
things to say. Instead of trying to stir up new energies in the pupil, 
Erasmus tried to motivate the curriculum by coupling it to drives 
already spontaneously operating. Thus, he sought to teach the 
humanities, not through grammatical rules but through informal 
conversation about the boy’s concerns in play and life with his fellows. 
Like Quintilian, he took full advantage of the social situation in 
appealing to ambition and emulation in the boy. 

To those who would have the teacher resort to the rod as directed 
by the Old Testament, should gentler motivations fail, Erasmus 
frankly countered that, however advisable such a prescription might 
have been for the Jews of old, he doubted its suitability in the sixteenth 
century. And if the teacher must take up the rod, "Let us see to it,’’ 

* Cf. L. E. Rector, MonUiifne: The Education of ChUdren, pp. 28-29, D. Apple- 
ton-Century Company, Inc., New York, 1899. 

• Ibid., p. 41. 

' Latibie, S. B., Studiei in the Hietory of Educational Opinion since the Renais- 
sance, p. 80, University Press, Cambridge, Mass., 1903. 
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said Erasmus, “that the rod we use is the word of guidance or of 
rebuke, such as a free man may obey, that our discipline be of kindness 
and not of vindictiveness.” For guidance he would wain the delin- 
quent pupil “of the fate of those who by neglect of high wisdom have 
sunk into contempt, poverty, disgrace, and evil life.” Only after 
“unwearied pains” at praise and blame would the great Dutch master 
have the teacher finally resort to actual corporal punishment; and 
then, he said, “Let the rod be used with due regard to self-respect 
in the manner of it.” If asked what to do with boys who respond 
to no other spur, Erasmus would have them put out to work. “ ‘ Yes,’ 
says the master, ‘but I want my fees.’ There,” Erasmus would 
reply, “I cannot help you: your duty is to the boy. But I fear that 
this matter of profit lies at the root of the whole matter. 

Both Ascham and Montaigne had similar views on discipline. 
Both would do away with forcing learning under the threat of violence. 
Indeed, Ascham wished the relation between master and pupil to be so 
free and easy that the pupil having difficulty with his lessons would be 
prompted to seek aid openly from the master rather than illicitly 
from his mates. Moreover, Ascham had neither frown nor chiding 
for the pupil who failed after he had done his best. To levy penalties 
for such a failure, he claimed, was on undeserved punishment of nature 
itself which risked a continuing dislike of studies throughout life. 
Urging a discipline of “severe mildness,” Montaigne added the wise 
advice that, if one wishes a child to be sensitive to shame and chastise- 
ment, one should not harden him to them. Inure him to the hardship 
of heat and cold and wind and rain but never to that of punishment. 

While a few rare teachers like Vittorino da Feltre, Erasmus, and 
Ascham were able to teach the humanities humanistically, the great 
majority fell far short of such achievement. Lacking in the learning 
of these men and in their insight into human nature and confronted 
with many a lad of only mediocre ability and ambition, the average 
run of teachers felt they could only succeed by the harsh strategy of 
enforcing learning through punishment. That conditions on the 
whole were bad in many places is witnessed by the sort of conditions 
against which Martin Luther (1483-1546), the leader of Protestantism 
in Germany, inveighed. Thus he wrote disapprovingly of the teacher 
“who should only know how to beat and torment his scholars,” 
“whose schools were nothing but so many dungeons and hells, and 
themselves tyrants and jailers.”’ Again, when he thought he detected 

' De pueria iTutituendia, in Woodward, op. eit., p. 209. 

’ Ebt, F., Early Protestant Educators, p. 32, McGraw-Hill Book Company, Inc., 
New York, 1031. 
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a slight impTovement in conditions, he indirectly revealed their 
previous low state by being thankful that “ our schools are no longer a 
hell or purgatory, in which children are tortured over cases and tenses 
and in which with much flogging, trembling, anguish, and wretchedness 
they learn nothing.”^ 

Much of the cruel discipline of the period was due to the Christian 
conception of the fallen nature of man. The waywardness of children 
both at and away from their studies was laid at the door of original sin. 
The devil being at the bottom of it all, many pious teachers thought 
it literally necessary to beat him out of their children. In spite 
of the fact that Martin Luther became increasingly inclined to tilt 
at the devil as the author of human woes, it is notable that his own 
views on correction were tempered with restraint. Commenting on 
the words of St. Paul, "Fathers, provoke not your children to anger, 
lest they be discouraged,’’^ Luther claimed that this was not an 
injunction against the punishment of children but an injunction to 
punish them in a spirit of love. "He who governs in anger,’’ he 
remarked elsewhere, "only adds fuel to the fire.’’* 

THE PRELECTION 

The teaching of the humanities reached its most brilliant phase in 
the famous schools of the Jesuits foimded at the time of the Counter 
Reformation and extending long into the post-Renaissance period. 
The instructional methods that enabled the Jesuits justly to enjoy 
the reputation earned by their schools were matured from a composite 
of the best contemporary methods and the best methods of antiquity. 
The central feature of the Jesuitical method of instruction was the 

' Painter, F. V. N., Luther on Education, p. 198, Lutheran Publication Society, 
Philadelphia, 1889. 

’ Colosaiane, 3; 21. 

’ Ebt, op. cU., p. 33. Luther Beems to have had an almost psychiatric apprecia- 
tion of the child's fears. "A child who has once become timid, sullen, and dejected 
in spirit,” he wrote, “loses all his self-reliance and becomes utterly unfitted for the 
duties of life; and fears rise up in his path, so often as anything comes up for him to 
do or to undertake. But this is not all — for where such a spirit of fear obtains the 
mastery over a man in his childhood, he will hardly be able to rid himself of it to 
the end of his days. For if children are accustomed to tremble at every word 
spoken by their father or mother, they will start and quake forever after, even at 
the rustling of a leaf. Neither should those women who are employed to attend 
upon children over bo allowed to frighten them with their tricks and mummeries 
and, above all, never in the nighttime. But parents ought much rather to aim at 
that sort of education for their children that would inspire them with a wholesome 
f ear ; a fear of those things that they ought to fear, and not of those which only make 
them cowardly and so inflict a lasting injury upon them.” Ibid., pp. 23-24. 
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prelection. As one may surmise from an etymological inspection of 
the word, the prelection was a variety of the lecture method. In 
brief, it was a sort of preview of a passage from a selet^d author 
who was being read by the students. To guide the students before 
they studied the passage themselves, the tcaqher himself gave an 
extended and carefully prepared prereading of the passage. The 
student meantime took notes to enable him subsequently to memorize 
the salient points of the prelection. 

While the Jesuits varied the prelection in detail for different subjects 
in the curriculum, it will be noticed that its divisions and the order 
of their treatment had much in common with the method of Erasmus, 
of Quintilian before him, and of Dionysius of Thrace even earlier. 
What the Jesuits did was to take this method, tried by centuries 
of experience, and bring it to the highest polish it had ever received. 
Generally, according to the .Jesuits’ Ratio Studiorum, the instructor 
first read through a selection from a chosen author without interrup- 
tion. Then he went back to repeat and expand on his first reading. 
On this occasion he made sure that everyone understood the meaning 
of the selection. Thereafter he would analyze each part of the selec- 
tion, relate it to other parts, discuss its appropriateness, and call 
attention to its ihctoricai quality. His next step was to cite similar 
examples of style or argument either from the same author or from 
different authorities. Incidentally, here the teacher took occasion to 
comment on mythological or historical refer<fnoes found in the selec- 
tion under consideration. Finally, he interposed a word on the uses 
to which the passage might be put and then concluded with an esti- 
mate or r68um6 of the whole.’ 

Obviously, teaching of this sort demanded careful preparation by 
the instructor. As the Ratio Studiorum stated, “It will help much if 
the master does not speak on the spur of the moment without prepara- 
tion, but reads carefully what he has thoughtfully prepared at home.’’* 
It must be that most .Jesuit teachers took this suggestion of the Ratio 
to heart, for it is well kno^vn that many a prelection was a literary 
gem in its own right. Indeed, no less a critic of the Jesuits than 
Voltaire himself confessed that he never listened to any but good 
instruction while being educated by the Jesuits. As long as education 
remained Humanistic, that is, as long as education aimed to cultivate 

’ The prelection is the origin of the modern French method of explication de 
textea. For examples of the prelection, see R. Schwickerath, Jesuitical EduccUionf 
pp. 468-474, B. Herder, St. Louie, 1903. 

’ Fitzpateick, E. a., St. tgnatius and the Ratio Studiorum, p. 201, McGraw- 
Hill Book Company, Inc., New York, 1633. 
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taste in reading and writing the Greek and Latin tongues, the prelection 
remained preeminent as a method of instruction. Yet there were 
restrictions on the adaptability of the method to modernizing forces. 
The Rado itself forbade prelections of modem authors. Even more 
serious, the prelection proved inadequate for instruction in that most 
modem of modem subjects, science. Here a new method had to evolve. 

If the teacher had to put much thought into the preparation of 
the prelection, the student had to work no less arduously in learning it 
after it had been delivered. For the most part, learning the prelection 
meant memorizing it, if not verbatim, at least the substance of it. Of 
course some learning was rote memory, but not all, for the Ratio 
would not permit the student to take down verbatim notes on the 
prelection. “If anyone can teach without dictating,’' the Ratio 
advised, “yet in such a way that the pupils can easily tell what ought 
to be written down, it is preferable for him not to dictate.”* 

In any case, one of the strongest features of Jesuitical instmction 
was the way in which it ensured learning through a continual review of 
old material. Each day the work of the preceding day was reviewed, 
each week the work of the past week, and each month the work of that 
•month. At the end of the year an examination was set in which the 
student was examined for a knowledge of the books read during the 
year, for ability to translate the vernacular into Latin or Greek, and for 
familiarity with the various rules involved. In addition, he had to 
present some composition of his own creation. 

The student's examiners were three in number, the prefect of 
studies and two teachers. Prior to the examination they reviewed 
the student’s record; after the examination, while it was still fresh in 
their minds, they met again to make a final disposition of the student. 
The directions in the Ratio for their deliberations indicate that the 
faculty mind is pretty much the same in every generation. “If 
anyone is clearly imfit to make the grade," the Ratio records, “let 
there be no room for entreaty. If anyone is scarcely able, but still it 
seems that he should be advanced because of age, the time he has been 
in the same class, or some other reason; in such a case, unless some- 
thing prevents, if the master approves his industry but little, let him 
be sent back to a lower class, but his name not added to the list. If 
there are some who are ignorant and it is not fitting to promote them, 
and no gain is to be expected in their own class, let them on consulta- 
tion with the Rector be allowed no place at all, and let their parents or 
guardians be civilly notified to this effect.’’* 

> /bid., p. 152. 

* Ibid,, p. 184. Elsewhere the Ratio gives an interesting definition of "nedi- 



kfETBODS OF INSTRUCTION 


189 


In studying his notes for review the student was to mark any possi- 
ble objections to points made in the prelection. If he could not solve 
these objections himself, he was to bring them to the attention of the 
master or reserve them for a disputation. The disputation, however, 
was cluefly employed in the advanced classes, yrhere philosophical or 
theological authors were being read. Nevertheless, it is interesting 
to note that the Jesuitical prelection was supplemented by dialectic 
just as was the lecture in the medieval university. 

The advice of the Ratio on conducting disputations will hold for 
most present-day discussion methods. It directed the teacher to 
"preside in such s way that he may himself seem to take part on both 
sides; he shall praise anything good which is said, and call it to the 
attention of all; if some unusually difficult objection is proposed, he 
shall make a brief suggestion to support the defender or direct the 
objector; he shall not keep silent too long, nor yet speak all the time, 
but let the pupils set forth what they know; he shall . . . not permit 
an objection which is practically answered to be pressed too far, nor 
an answer which is unsound to stand too long; after a discussion, he 
shall briefly define and explain the entire matter.’’* 

The competition involved in the disputation was the main device 
that the Jesuits employed for motivating studies at all levels of 
instruction. The device was not new, however, having been the main 
dynamic that Quintilian used with Roman boys. But as in the case of 
the prelection and the review the Jesuits brought competition to a 
higher state of effectiveness than ever realized before — or perhaps 
since. What they did was to divide their classes into halves as 
nearly equal in ability as possible. The two halves were then set to 
competing to see which could catch the other in some error of recita- 
tion. Further, each student was matched against some particular 
student in the opposite half, each to try to detect the other in some 
mistake. By this means students were easUy incited to almost pro- 
digious efforts of scholarship. 

Other devices that the Jesuits used to enliven and enrich instruction 
included one of the earliest efforts at grading pupils. In fact, the 
prelection demanded this. The master giving a prelection certainly 
could not properly deliver it to students who ranged in ability and 
training all the way from the bottom to the top of the school. Con- 
sequently, the Jesuits did some pioneer work in dividing their students 

ocrity," that border line between passing and failing. It obtains where a student 
“ is able to understand and grasp what he hears and studies and to give an account 
after a fashion" but short of having made "sufficient progress." Ilnd., p. 129. 

* Ilrid., p. 154. 
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into clasBes. Furthermore, even at this early date they made a 
practice of having a teacher move along with his class from grade to 
grade. Again, the Jesuits were clever enough to supplement their 
prelection not only with the disputation but also with dramatization. 
Thus, the dramas of Greek and Latin authors were performed as well 
as read.' Yet again, none realized better than the Jesuits that all 
work and no play makes a dull scholar. Hence they provided periods 
of recreation every day. 



Floor Plan of a Jesuit School 

The entrance to the school is at A. The teacher sits at B. C is the post of the two 
monitors, one for each side of tho classroom. D is the post of the leader of the west side 
of the room and B the leader of the east side. The pupils sit on the numbered rows. 
The halves of the room are pitted against each other in academic rivalry and each pupil 
has a rival on the opposite side of the room. 


In trying so earnestly and with such versatility to make instruction 
attractive, the Jesuits were rewarded by having fewer disciplinary 
troubles than in other schools of their time. In fact, the schools of the 
Jesuits were noted for their milder discipline. As a sample, "Let 
there be no haste in punishing, nor too much in accusing,” cautioned 
the Ratio.^ Again, where admonition was necessary, the Ratio 
enjoined that the one in fault should be addressed in no other way 

^ It is notable that Puritanical influences in England discouraged dramatization 
as a method of instruction for its tendency to make “scholars playboys.” 

« Ibid., p. 206 . 
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than by his own name. In meting out discipline, it was suggested 
that the addition of some literary task in excess of the daily assignment 
might sometimes be preferable to corporal punishment. . 

A student was often appointed to be monitor over the conduct of his 
fellows and report but not punish infractions of the rules. ‘ ‘ On account 
of those who have been at fault either in respect to their application to 
their studies or in those matters which pertain to good morals, and for 
whom good words alone and exhortations are not sufficient, a Corrector 
(not of the Society) shall be appointed, who will hold the boys in fear 
and will chastise them with whatever punishment is needed and is 
suitable. When neither words nor the office of the Corrector avails, 
and a mending of his ways is not hoped for and he seems to be a 
stumbling block to others, it is better to remove him from the school 
than to keep him where he himself will profit little and where he may 
harm others.’’^ But such an extreme judgment was left to the 
Rector, especially in cases where perhaps even explusion was insuffi- 
cient to expiate the student’s scandalous conduct. Yet here even the 
Rector was cautioned to act in a spirit of leniency and charity toward 
all. 

In spite of the generally recognised effectiveness of Jesuitical 
methods of instruction, there were thosti who took exception to them. 
Chief among these were tlic Jansenisis. At the bottom of their 
divergence from the Jesuits were theological disputes, W'hich need 
detain us here only insofar as they led to different educational methods 
in the Jansenista’ Little Schools of Port Royal. The Jansenists called 
their schools “little ’’ in contrast to W'hat they thought were pretensions 
upon the part of the .Jesuits to rival institutions of higher learning. 
Similarly, the Jansenists condemned the Jesuits' use of rivalry to 
spur boys forward in their studies, for rivalry also led to pretense 
and ultimately to the sin of pride. Furthermore, the Jansenists 
were modernists rather than strict classicists. While the Ratio 
Studiorum of the Jesuits frowned on the study of contemporary or 
modern authors and almost altogether neglected the study of the 
vernacular, the Jansenists made the initial approach to the classical 
languages through the vernacular, or mother tongue. 

Although agreeing with the Jesuits in blaming the fallen nature of 
the child for his educational shortcomings, the Jansenists were more 
inclined to rely on divine grace for overcoming them than were the 
Jesuits, who put more emphasis on discipline. To ensure upright 
character the Jansenists exercised careful and almost unceasing 
surveillance over their pupils. Constant attention to the language 
pp. 112-113. 
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and conduct of children was made possible by never assigning more 
than a half a dozen to any one teacher and by then having him be their 
constant companion even to the point of sharing the same bedroom 
with them. With difficult children their rule was to endure much and 
pray still more. 

Not least of those with Jansenist sympathies was F4nelon (1651- 
1715), the French prelate and author. His Education of Girls was not 
only a pioneer work in a day when educational efforts were almost 
exclusively expended on boys but also contained some excellent 
observations on methods of education applicable to boys as well as 
girls. He took the basic position that the less formal lessons were, 
the better. Instead of always being didactic, Fdnelon thought lessons 
should frequently take their point of departure from the child’s 
curiosity. Consequently, he advised teachers not to be annoyed by 
children’s questions but to seize upon them as opportunities for 
facilitating instruction. 

One great defect F^nelon noted in all education was that “all the 
pleasure is placed on one side, all the irksomeness on the other — ^all 
the tediousness in study, all the enjoyment in amusements. What 
can a child do but endure this rule with impatience and rush eagerly 
after sports? Let us, then, try to change this arrangement; let us 
make study agreeable, let us conceal it under the guise of liberty 
and pleasure, let us allow children to break in upon their studies 
sometimes with brief sallies of amusement. They need these dis- 
tractions to refresh their minds. Studies should be forced on the 
child only at intervals and then with a laughing face or accompanied by 
reasons why the student ought to apply himself, such as: This is to 
prepare you for your future vocation; this is to form your judgment; 
this is to accustom you to reason justly upon all the affairs of life. 

In spite of these liberal views, Fdnelon did not expect to be able 
to dispense with fear as a means of controlling the more intractable 
children. But even in their case he would not resort to fear till all 
other methods had been patiently tried. “Never reprove a child 
in its first excitement, nor in yours. If you chide in yours, the child 
will see that you are actuated by temper and hastiness and not by 
reason and affection; you will lose your authority irretrievably. If 
you reprove the child in its first excitement, its mind will not be calm 
enough to confess its fault, to subdue its passion, and to realize the 
value of your advice; you will even expose the child to the danger of 
losing respect due you. Show always that you are master of yourself ; 
nothing will better prove this than your patience. . , . Do not speak 

'■ TinBLoir, F., Education of Oitit, p. 38, Ginn and Company, Boston, 1891, 
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of a defect to a child without adding some method of overcoming it 
that may encourage the attempt, for the mortification and discourage- 
ment that cold correction produces must be avoided.”' . 

RULES OF DISCIPLINE 

So far in describing the historical development of methods of 
instruction, major emphasis has been laid on such problems as the 
structure of the lesson or the order of exposition, with only minor 
emphasis on discipline. Those who were to give major consideration 
to discipline and give it one of the most detailed statements in educa- 
tional history were the Institute of the Brothers of the Christian 
Schools, or Christian Brothers, as they are known today. This 
teaching order was originated by St. Jean Baptiste de la Salle 
(1651-1719) about a score of years after the suppression of the Jan- 
senists and their Little Schools of Port Royal in the middle of the 
seventeenth century. As Jesuit schoolB were controlled by rules 
set forth in the Eatio Stvdiarwm, so the schools of the Christian 
Brothers were managed by rules meticulously codified in De la Salle’s 
Conduct of the Schools. 

The general atmosphere that these rules aimed to create in the 
school was one of great seriousness. This seriousness consisted, not 
in the teacher’s wearing a severe or austere mien or in his becoming 
angry and lashing out with harsh words, but rather in his putting on a 
manner of great reserve. Thus the teaching brother was cautioned 
not to descend to the level of the pupil, as in laughter, or on any 
account to suffer pupils to become familiar with him. Furthermore, 
when children began to assemble in the morning in front of school there 
was to lx: no playing or crying out that might disturb neighbors. 
Once in school, silence was the rule, not only for the pupils but so far 
as possible for the master as well. Directions for recitation and 
study were given by a sign rather than by word of mouth. 

As in the case of the Jesuits, student inspectors were appointed to 
report on discipline during any absence of the teacher. Student 
supervisors were also appointed, of whom two were to watch the 
conduct of the inspectors. Punishment for infractions, however, 
contrary to the practice of the Jesuits, was in the hands of the teacher. 
Five levels were recognized by the Conduct of the Schools. At the 
first and lowest level was reprimand, but this was not employed 
extensively, for a maximum of silence was enjoined on the order. 
At the second level was penance. Here such punishments might be 
meted out as maintaining a kneeling posture or learning a few extra 

' Jhid., p. 34. 
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pages of the catechism. The next level introduced the ferrule, which 
by prescription had foot-long leather thongs attached to a handle. 
It was administered for failure to attend class or even for being tardy. 
Next in severity was the rod. This was laid on for not heeding the 
lesson, for fighting with comrades, and for refusal to obey. Finally 
came expulsion from school.* 
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Dibcipi.ixart Mbab-umjr in a Gbbman School of the Eiuhteenth Century 

“/ ^fodern Mduca- 

When correction was necessary, it was administered in an incon- 
spicuous part of the school. Even here the Conduct of the Schools 

> The Ma^cbu^ S<*ool Ordinance of 15.->3 provided for punishment in school 

“'="'<>*i*".tion or copying of 

Im^wi^g the Jignnm ignonrUiae, the rod, Cnos, imprisonment, and cxpulston 
inc best-known st^nm tgnoranliae was the dunce’s cap. The term “dunce ’’ 

Scholastic teacher Duns 

Srotus whose followers were known as “Dunses." “Duns” became “dunce" 

A^vLI wh u*’® f"”** Scholastic to Humanistic studies. 

could not see the value of the new studies was called a Duns. Later 

^ conical-shaped hat was merely his 

badge of Ignorance, his signum ignorantiae. ^ 
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detailed the proper procedure. “While the pupil is making ready to 
receive punishment, the teacher will prepare himself inwardly to 
administer it in a spirit of charity, and with his thoughts fixed on God. 
Then he will gravely and sedately leave his place. When he reaches 
the place where the pupil is, he may say to him a few words to dispose 
him to receive the punishment with humility, submission, and the 



Other Dibciplinaby Measures in a German School of About the Same Pbbiod 
(Tteproducod by pcrmisBicm from Eby and Arrowood, Development of Modem Educa- 
tion, Prcntico-Hall, Inc., 1934.) 

intention of correcting himself. , . . When he [the teacher] has been 
thus obliged to constrain a pupil to receive punishment, he will 
manage in some way at some later time to make him recognize and 
admit his fault. He will make him reflect and will bring him a strong 
and sincere resolution never to let himself yield again to a similar 
obstinacy. After the pupil has been punished, he will go and kneel 
decorously in the middle of the classroom in front of the teacher, to 
thank him for having punished him; and he will then turn toward the 
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crucifix to thank God and to promise him at the same time not to 
fall again into the fault for which he has been punished.”' 

To insure that punishment would be beneficial, St. Jean Baptiste 
de la Salle laid down certain criteria. Among other things he stated 
that punishment should be disinterested, that is, that it should be 
given by the teacher not in a spirit of personal vengeance but rather 
for the glory of God and to fulfill his holy will. Furthermore, it must 
be charitable; it must be motivated by an interest in the salvation 
of the pupil’s soul. Of course, punishment must be just. Accord- 
ingly, it is necessary to examine carefully beforehand whether the 
incident under consideration is a fault and, if so, one that deserves 
correction. In addition, the punishment must be proportioned to the 
fault both in nature and in degree. In proportioning punishment 
it is better that any error be made on the side of moderation. Again, 
punishment must be x>eaceable, that is, it should be administered and 
received “with great tranquility of mind and outward restraint.” 
To ensure this result and to avoid doing anything of which the teacher 
might later repent, it may often be wise to defer punishment till 
such time as the teacher no longer feels emotionally disturbed. 

In addition to these criteria, the Conduct of the Schools also pointed 
out the most common faults to be avoided in meting out discipline. 
It warned against punishment from which the pupil does not learn 
and which is given purely as an example for others. It also cautioned 
against punishment that is physically harmful. Thus the ferrule 
should never be used on the head or body but only on the palm, and 
the left palm at that, to spare the right for writing, an art in which 
the Christian Brothers have always excelled. Moreover, insulting 
words should never be spoken during punishment. Another mistake 
to be avoided was to fail to distinguish between the stubborn child 
and the one of timid disposition, the ill bred and the stupid. At the 
opening of the nineteenth century the whole Conduct of the Schools 
was revised in the direction of greater leniency.^ 

THE DISCIPLINARY METHOD OF INSTRUCTION 

So far in the course of the development of educational method, 
discipline has been a method of social or moral control in the school and 

* LaFontaivkhib, F., The Conduct of the Schools of Jean Baptiste de LaSalle, pp. 
186-187, McGraw-Hill Book Compaay, Inc., New York, 1635. 

• The 1811 revision of the Christian Brothers’ Conduct of the Schools states, 
“With the view to adapt our education to the mildness of the present state of 
manners, we have suppressed or modified whatever includes corporal correction 
ud have advantageously replaced this, on the one hand, by good marks, by prom- 
ises and rewards, and on the other by bad marks, by deprivations and tasks." 
Quoted in Compsyrd, op. oil., p, 264. 
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sometimes a method of prodding or quickening learning. But there is 
yet another method of instruction, frequently called ‘‘disciplinary.’' 
This method is to tax the student’s abilities to the utmost by setting 
him difficult, even disagreeable, lessons and then, by holding him 
strictly to their accomplishment, to expect him to achieve a worthy 
discipline of his mind. According to this method of instruction it 
is not BO important what the student learns as how he learns. The 



curriculum is not so important on its own account as it is as a barrier to 
balk the student and thereby to lead him to discipline himself, impose 
habits on himself, which wUl be useful no matter what the future 
barrier that obstructs his way. 

The man who is supposed to have given the greatest impetus to this 
method was John Locke (1632-1704) in the seventeenth century. 
“As the strength of the body lies chiefly in being able to endure 
hardships," said Locke at the beginning of Some Thoughts Concerning 
Education, “so also does that of the mind.’’* In writing these words 

* Locke, J., Some Thoughts Concerning Bdueatum, p. 21, Cambridge University 
PtesB, London, 1880. 
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Locke but uttered a thought entertained by minds in many centuries 
previous to his own. But just as it has already been seen that these 
words do not have the psychological import that they seem to have,' 
BO it must now be shown that his method, too, did not have quite the 
disciplinary character usually ascribed to it. 

It is obvious from the oft-quoted passage above that Locke clearly 
perceived the fallacy which lay in cheap rewards for study. The child 
should have what pleases him only if there is a rational need for it. 
But neither did Locke go to the other extreme of endorsing the coercion 
of learning. Over and over again in his essay on education he stated 
his disapproval of such a policy. Coerce a child to spin a top and he 
will grow to dislike it. Conversely, Locke realized children learn 
“three times as much” when interested, or “in tunc,” as he put it, 
than when indisposed. Yet, while Locke would not compel learning as 
a task, he did think it well if a child could Icam to turn from something 
he was intent upon to something else, for in so doing the mind gained a 
desirable dominion over itself. Locke’s middle-of-the-road position is 
classically stated in his remark, “ He that has found a way, how to keep 
up a child’s spirit, easy, active, and free; and yet at the same time to 
restrain him from many things that are uneasy to him; he, I say, that 
knows how to reconcile these seeming contradictions, has, in my 
opinion, got the true secret of education."* 

Furthermore, Locke saw no peculiar virtue in constructing the 
lesson with extra-high hurdles. In fact, he suggested that the teacher 
should not plan for his pupil to advance by large strides. Rather, 
each next step should be “as nearly conjoined with what he already 
knows as is possible; let it be distinct but not remote from it: let it be 
new, and what he did not know before, that the understanding may 
advance; but let it be as little at once as may be, that its advances 
may be clear and sure. All the ground it gets this way it will hold.”* 
Thus, apropos of language instruction, Locke would have the ancient 
as well as the modem languages taught through the method of con- 
versation and would have their formal grammar mastered only after 
proficiency in speaking had been gained. 

Like Fdnelon, Locke recognized the curiosity of children not as an 
annoyance but as an asset to the teacher or parent. Indeed, Locke 
would have curious things put in the way of children to excite their 

' Supra, pp. 140-141. 

’ Locsis, op. eit., p. 30. 

“Locke, J., Conduct of the Understanding, p. 85, Clarendon Press, Oxford, 
1890. This passage is a remarkable anticipation of Herbart, infra, pp. 219-221, 
though it lacks Horbart's specific steps. 
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inquiry and then publicly commend them for exhibiting curiosity. 
Moreover, he would have a father talk to his son about important 
matters as soon as possible, for a boy will become a man most quickly 
and surely by being treated like one. 

The problem of punishments and rewards also occupied a large 
portion of Locke’s SoTtie Thoughts Concerning Education. The main 
object of his method here was to gain a measure of rational freedom. 
The child must first submit to the reason of others as a preparation for 
submitting later on to his own. Hence Locke would appeal to the 
child’s desire for esteem and his sense of disgrace because their very 
mildness tended to encourage the child to control his conduct in the 
light of reasonable alternatives. Though Plato thought that reason 
appears relatively late in children, Locke argued that children should 
be allowed a degree of freedom suitable to their capacity for reason at a 
given age. Long philosophical discourses on conduct he distinctly 
thought unsuitable to the age of ciiildren. Yet he would have them 
understand that rewards and punishments follow as the moral con- 
sequences of their actions. 

The child’s reason should not be guided by too many rules, Locke 
thought, for fear he will almost certainly forget many of them and 
forgetting will lead to too frequent punishments. Instead, he would 
have but a few rules and these observed without fail. Yet, mild 
as Locke W'as in his views on punishment, he did not sidestep the 
possible necessity of giving a boy a thrashing. He mentioned two 
occasions as warranting such treatment, obstinacy and lying. Thus, 
if a boy openly defies his father in such a way as to raise the issue as to 
whose authority is supreme, a thrashing is in order. In the case of 
lying none but frank and honest excuses should serve to avert punish- 
ment. A thrashing, when administered, should never be carried 
beyond the point at which good might be expected to come from it. 
Beyond this point, Locke confessed, a father cun only pray for his son. 



CHAPTER VIII 

METHODS OF INSTRUCTION— Conimwed 

Most of the foregoing chapter has been occupied with a description 
of the growth of the best thought and practice in educational method 
down into the seventeenth century. Regrettably, however, the best 
thought and practice in each century have only rarely become prev- 
alent or achieved general acceptance. This failure has occurred 
in spite of the fact that many of the observations quoted in the pre- 
ceding chapter on the management of learning would still constitute 
good advice to beginning teachers in the current century. Some of 
these wise observations — as, for instance, that the teacher should 
insiat on the student’s understanding as well as memorizing the lesson 
or that the teacher should be patient in exposition and gentle in 
discipline — have failed to influence practice even though iterated and 
reiterated century after century. 

Why is this? Why has good educational method been so slow to 
gain general acceptance? To mention one reason, the social conditions 
under which people lived were not so advanced as the thought of 
society's best educational leaders. Discipline is a case in point. 
Down to the eighteenth century manners were, on the whole, pretty 
crude. There were much violence and intemperance. Even among 
the classes that prided themselves on their manners politeness was 
often a thin veneer. It is small wonder, therefore, that school dis- 
cipline was very strict and often harsh. Something nulder might well 
be desired, but strict and even harsh control was more likely to keep 
order in such times. The social attitude toward learning is another 
case in point. Book learning was only for the wellborn and well to do. 
And even among these classes its social prestige enjoyed a doubtful 
status. The life of action and practical affairs beckoned so much 
more attractively that book learning was often difficult to motivate. 
Humanistic or literary education was viewed as polite learning and 
therefore the badge of social class rather than the ready tool for doing 
the world's work. Furthermore, parents often showed their own 
slight interest in learning by letting teachers go thankless for their 
efforts. 

To mention a second reason why good educational methods were 

aoo 
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slow to pTedominate, the theory oq which even good methods were 
predicated was too narrowly interpreted. So far as educational 
method was consciously predicated on theory (and the evidence is that 
little attention was paid to this relation) it was the educational phi- 
losophy and psychology of Aristotle that was. followed. Central in 
Aristotle’s thinking, it will be remembered, was the unique rationality 
of man. On this basis, the method of conveying information through 
the lecture or prelection was predicated on the rational faculty of 
memory. Similarly, methods ranging from the Socratic dialectic to 
the medieval disputation were predicated on the rational faculty of 
reason or judgment. 

Yet, however sound in theory these methods were for the education 
of superior upper-class boys in predominantly literary studies, their 
shortcomings became increasingly evident as the numbers seeking 
education increased. As these numbers multiplied, more bqya came 
to school who lacked the preeminent intellectual capacities to study 
as prescribed by Aristotle. Besides, when the number of students 
increased, the demand for teachers outran the number of gifted 
masters. The strain thus put on educational theory and method 
clearly indicated that both would have to be restated in broader and 
more inclusive terms in order to be more effective for larger numbers of 
students with more varied capacities. 

Aristotle and St. Thomas Aquinas had each had a glimpse of what 
was needed here, a method that was based on the nature of the child.* 
They had described this nature as composed of hoih bodily and mental 
faculties. They had even gone so far as to declare that there is nothing 
in the mind that is not first in the senses — NihU in inteUectu quod non 
prius in sensu. But the prevailing mind-body dualism resulted in 
teachers’ interesting themselves almost exclusively in mental rather 
than bodily activity, as witness their emphasis on the lecture and 
dialetical forms of instructional method. Mental activity was 
definitely rated as of a higher order, it will be recollected, because 
it more closely approximated pure activity and therefore was more 
Godlike. In addition, man’s educational shortcomings, fl.owing from 
the Christian doctrine of original sin, were blamed more heavily on 
the material body than on the spiritual mind. 

The cue to the development of educational method in the three 
centuries following the seventeenth is to be found in the way in which 
method more and more capitalized on bodily or sensual activities 
as well as intellectual ones. This cue in turn, it should be noted, was 
increasingly associated with the evolution of methods for teaching 

> Supra, pp. 107-109. 
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young children. Progress in method down to the seventeenth century 
was made largely in the instruction of those of adolescent years and 
over. In the eighteenth and nineteenth centuries emphasis was on the 
preadolescent. Only after these methods had been empirically well 
established was any attempt made to apply them at higher levels. 

THE METHOD OF SENSE REALISM 

If the senses and bodily activities are to take on enlarged impor- 
tance for instructional method from here on, the inquiry may well arise 
why a consideration of the influence of John Locke (1632-1704) on 
method does not open this chapter rather than close the preceding one? 
The answer is simple. To be sure, in his educational psychology Locke 
did set the style of stressing the senses as the exclusive portals giving 
access to the tabula rasa of the mind.* Yet, profoundly as this 
thought has influenced subsequent innovators of educational method, 
it is interesting that it found no lodgment in Locke’s Thoughts Con- 
cerning Education. Much was said there about physical education 
and a little about manual training for vocation, but neither of these was 
advocated as a method of teaching through the senses or through 
bodily activity. Even though he published his notions about educa- 
tion after his first publication on psychology, there is apparently no 
connection between the two. Evidently Locke was so absorbed in 
the epistemological significance of his psychology that he failed to 
realize its potentialities for educational method. 

The man who has most often been called the first modern educator 
was Johann Amos Comenius (1592-1670). Although he died before he 
could bring Locke’s pyschological ideas to the support of his own 
educational methods, it is nevertheless to his credit that he was earliest 
to contrive specific methods for instruction wherein bodily organs 
would be brought to the aid of the intellect. His most outstanding 
achievement here was his writing of the first textbook to employ 
pictures as a teaching device. In this book, the Orhis pictus, he 
brought the bodily organs of sight to the support of the struggling 
intellect. Here the beginner in Latin was helped to an understanding 
of Latin words by having the printed words accompanied by pictures 
illustrating their meaning.’’ 

The Orbis pictus, however, was but a particular instance of Come- 
nius’s generalized conception of the teacher’s method. In his monu- 

* For a more extended account of Locke’s psychology, see supra, pp. 141-143. 

• See A. W. Holland, "A Famous Book," Contemporary Revievj, 164; 699-607, 
November, 1938. 
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mental Didaclica magna he laid down the general rule that everything 
should be taught through the medium of the senses. Further, one 
should try to employ more than one sense at a time, for senses like 
hearing and seeing will then reinforce each other. Imagine trying to 
teach physics without recourse to sensory experience at all. Yet 
Comenius lamented that it was common practice in his day to learn 
physics by merely reading Aristotle. Naturally opposing such a 
tradition, Comenius advised the teacher to start with the senses 
because they stand nearest to the child’s present state of under- 
standing. Furthermore, to commence with the senses is to go from 
the easy to the difficult. Therefore, after a secure sense impression 
has been registered, the teacher may proceed to memorization, from 
memorization to comprehension, and thence to judgment. 

In similar vein Comenius — ^Komensky in his Czechish vernacular — 
urged that the order of the lesson be things before words and examples 
before rules. First teach the general idea of a thing before noting its 
exceptions. From this last remark it is clear that he did not intend the 
teacher to neglect generalization. Comenius could easily have gone 
to the extreme of emphasizing sense to the neglect of intellect just as 
the adherents of the Aristotelian-Thomistic philosophy of education 
had overstressed the intellect to the disadvantage of the senses. But, 
on the contrary, Comenius showed his own indebtedness to this 
philosophy by stating it as one of his educational guideposts that 
nature always begins with the universal and ends with the particular. 
Deduction as well as induction, therefore, is a dimension of the 
teacher’s method. 

The confidence which Comenius displayed in the method of teaching 
through the senses was warranted, he thought, by the brilliant dis- 
coveries that science was beginning to reveal about the real nature of 
the world when investigators followed the lead of their senses. For 
centuries people had adopted Aristotle’s rational methods of describing 
phenomena in terms of their form, or purpose, and showing how each 
fitted into the grand hierarchy of form leading to pure form, or God. 
In the sixteenth and seventeenth centuries people began to employ 
new methods, which were first stated by Francis Bacon (1561-1626) 
in his Novum Organon. What was new in this book as compared with 
the Organon of Aristotle was the emphasis that Bacon placed on induc- 
tive rather than deductive logic. He stressed the collection of data 
through sense observation and the conclusion by induction therefrom 
as to the exact nature of reality and the world in which we live. 
Though Bacon seems to have been well aware of the significance of his 
Organon for science and philosophy, his reference of educational 
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problentB to the Jesuite, whose practices he admired, shows how little 
he appreciated its novel implications for instructional methods. 

Happily Bacon had a profound influence on Comeiiius. What 
Bacon either failed to see or saw but dimly Comenius perceived with 
great clarity. In fact, Comenius caught a vision of educational 
method that quite transcended the mere use of induction through the 
senses as a pedagogical device. As the method of the Novum Organon 
had aided scientists to the discovery of the invariant laws that govern 
the movement of the heavenly bodies, so, thought Comenius, it might 
also reveal the laws that govern the classroom. “As soon as we have 
succeeded in finding the proper method,” he declared, "it will be no 
harder to teach schoolboys, in any number desired, than with the help 
of the printing press to cover a thousand sheets daily with the neatest 
writing. ... It will be as pleasant to see education carried out on my 
plan as to look at an automatic machine of this kind, and the process 
will be as free from failure as are these mechanical contrivances, when 
skillfully made.”* 

In a method so frictionless and so free from error there would, pre- 
sumably, be no cause for disciplinary action. Indeed, changing his 
educational analogy from the machine to the musician’s instrument, 
Comenius thought that for the teacher to strike a child for an error was 
akin to a musician’s striking his instrument for producing the wrong 
note. Instead, the teacher should, like the musician, apply his 
pedagogical skill the more diligently in order to get better results. 

It would be a mistake to think that Comenius’s contributions to 
educational method were solely improvisations on a theme by Bacon. 
As a matter of fact, Comenius was also much indebted to the thinking 
of Wolfgang Ratke (1571-1635), who was a score of years his senior.® 
Ratke, too, was infected with the notion of teaching by a new method 
that would instruct all quickly, easily, and surely. The key to his 

* Keatinob, M. W., Comenius, pp. 50-61, McGraw-Hill Book Company, Inc., 
New York, 1031. C/. Pestalozzi, whose confidence in finding the scientific law of 

nature governing method led him to try to “mechanize" method. Ernest Horn 
in the twentieth century was of the opinion that progress in method had advanced 
to such a point by that time that the eificacy of teaching subjects like writing, 
spelling, and reading was on a scientific par with diagnosis in medicine. 

’ Ideas like those of Ratke and Comenius seem to have been in the intellectual 
atmosphere of the time. They appear vaguely in the PosMons of Richard Mul- 
caater (1531-1611) and even in the work of the Humanist John Milton (1608-1674), 
who wrote, “Because our understanding cannot in this body found itself but on 
sensible things, nor arrive so clearly to the knowledge of God and things invisible, 
as by orderly conning over the visible and inferior creature, the same method is 
necessarily to be followed in all discreet teaching." Tractate of Education, p. 4, 
Macmillan A Co., Ltd., London, 1011. 
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method was also to follow the course of nature. The course of nature 
he expected to find under the guidance of his motto, Per inductionem et 
experimentum omnia (Everything through induction and experiment). 
Thus, he advocated that the lesson deal with matter before form, the 
thing itself before its rule. Having put concrete experience first, he 
further enjoined that nothing be learned by rote. Continuing his 
emphasis on the concrete, Ratkc tried still further to guard against the 
learning of meaningless words by insisting that everything be put in 
the mother tongue first. 

As much as Ilatke seems to have anticipated Comenius, it is no 
injustice to Ratke to say that Comenius was the greater man. The 
influence of Ratke was curtailed by the fact that he tried to make his 
method a sort of carefully guarded trade secret and even more by his 
failure to institute a successful school built on his principles. Come- 
nius, on the other hand, through his Oriis pictua achieved wide and long 
practical success. In the next generation the ideas of both men were 
carried forward and expanded most notably in the first Realschule 
founded by August Hermann Francke (I66S-1727) at Halle. This 
school derived its name from the fact that its teachers employed 
.Realien, the German word for “real things,” in order to facilitate instruc- 
tion. On the one hand, instruction took place through such Bealien 
as the school’s collection of plows, chums, and models of buildings and 
ships. On the other hand, instruction through Realien consisted in 
field excursions, such as expeditions into the country for botanical 
specimens or visits to artisans to see how their goods were produced. * 
The absorption in Realien, while it did not eliminate the problem 
of discipline, did at least work in the direction of mitigating the sever- 
ity of conventional school discipline. In instructions to his teachers on 
this subject Francke was much moved by a Christian spirit of love and 
sympathy toward children. The teacher’s attitude, he thought, 
should be cordial and kind like that of a father. Patience, forl>earance, 
and affection he especially enjoined upon young teachers because 
they are most likely to be lacking in paternal solicitude and Christian 
gentleness. Yet careful as Francke would be about disciplining chil- 
dren for little faults inherent in their nature or for dullness of nature 
not their fault, he was equally careful that the teacher should not 
become the sport of the children. 

‘ The philosopher, mathematician, and statesman Gottfried Wilhelm Leihnitz 
(1646-1716) recommended that students study man in anatomical theaters, 
chemistry in the apothecary’s shop, and botany and zoology in botanical and 
zoological gardens. He would also have schools build up collections or museums 
of rarities as further Realien. 
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In the eighteenth century the pedagogy of appealing to the senses 
through concrete objects in the child’s environment came to have 
revolutionary social significance. The type of education that had been 
useful in attacking the inaccurate presuppositions of Aristotelian 
science was expected to be equally useful in attacking the shams and 
and iniquities of the established social order. Therefore, the method of 
instruction that felt its way ahead through sensory contact with reality 
was advocated in place of the Humanistic one, which was oriented to a 
rational comprehension of the literary treasures of the past. 

Particularly was this the case in France, where during the eight- 
eenth century were sown the seeds that at the end of the century 
sprouted into social revolution. “Almost all our philosophy and 
education can be expressed in these', few words” : declared IjaChalotais 
(1701-1785) in his Essay on National Education, "it is the things them- 
selves that it is important to know. l,«t ns turn to the true and the 
real ; for in itself truth is nothing other than what is, Avhat exists, and 
in our minds it is only the knowledge of existing things.”^ Obviously 
this exhortation applied to teaching subjects with political significance 
like history and geography as well as to teaching subjects like the 
natural sciences. 

So oriented, LaChalotais insisted that any method which begins 
with abstract ideas is not made for children. For himself, he wished 
nothing to be taught them except facts that wore attested by the tyc, 
whether the student were seven or thirty years of age. Moreover, he 
would have children confronted w'ith a great variety of objects under 
various circumstances. Their memories, he hold, could never be 
overburdened with too many useful facts. Indeed, the edifice of 
learning could not be securely built till one had first collected the 
incontestable facts and observations later to be assembled into its 
foundations. 

Yet another Frenchman, Condillac (1715-1780), no less a friend of 
learning through the senses, cautioned against instruction that relied 
too much on memoriter. “I grant,” he wTote, “that the education 
which cultivates only the rnemory may make prodigies, and that it has 
done so; but these prodigies last only during the time of infancy. . . . 
He who knows only by heart, know'S notliing. ... He who has not 
learned to reflect has not been instructed, or, what is still worse, has 
been poorly instructed."® Continuing in the same vein, Condillac 

‘ LaFontainerii:, F., French Liberalism and Education in the Eighteenth 
Century, p. 74, McGraw-Hill Book Company, Inc., New York, 1932. 

' Compatk£, G., History of Pedagogy, p. 317, D. C. Heath and Company, 
Boston, 1885. 
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added, “True knowledge is in the reflection, which has acquired it, 
much more than in the memory, which holds it in keeping; and the 
things which we are capable of recovering are better known than those 
vf which we have a recollection. It does not suffice, then, to give a 
child knowledge. It is necessary that he instruct himself by seeking 
knowledge on his own account, and the essential point is to guide 
him properly. If he is led in an orderly way, he will acquire exact 
ideas, and will seize their succession and relation. Then, able to call 
them up for review, he will be able to compare them with others that 
are more remote, and to make a final choice of those which he wishes to 
study. Reflection can always recover the things it has known, because 
it knows how it originally found them; but the memory does not so 
recover the things it has learned, because it does not know how it 
leams."* 


ROMANTIC METHOD 

Much as sense realism contributed to modem methods of instmc- 
tion, it was only one facet of the complex surface of nature with whose 
grain Comenius and others had succeeded in lining up the educative 
process. Another important facet of nature and one closely related to 
sense was that of feeling. Lining up educational method with this 
further aspect of the grain of nature was chiefly the work of Jean 
Jacques Rousseau (1712-1778), another great eighteenth-century 
Frenchman. Rousseau believed as heartily as did Comenius in the 
method of instructing through the senses and to the support of this 
method brought a reading of Locke. But while Comenius and Locke 
had been chiefly interested in the senses as the portals through which 
knowledge entered the mind, Rousseau inclined to think true education 
consisted less in knowing than in doing. Hence, he went on to include 
within his method those inner senses or springs of action better 
known as feelings. In making this inclusion he introduced a romantic 
note into educational method, the effects of which have not worn off 
in the twentieth century. 

According to Rousseau the central feature of the teacher’s strategy 
should be to maneuver the pupil into wanting to learn. "Give the 
child the wish and . . . any method will then be suitable,” he wrote 

^ Ibid., p. 318. See also the remarks of a French tmigri to America. at this 
time; Du Pont deNemours (1739-1817) had less confidence in facts, claiming that 
"The real aim of education is less to pve the children positive facts than to keep 
them constantly developing, working themselves and by themselves to observe and 
understand. For that wonderful habit once made part of their lives will never be 
lost and will grow with the growth of their minds.” National EdueaHon in the 
VraUd Staiea of America, p. 24, University of Delaware Press, Newark, Del., 1923 
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in his Emile.^ The inner drive that will cany him furthest along in 
his studies is some present interest. So important were interest and 
incUnstion to Bousseau that he depended upon them father than 
upon constraint to teach a child sustained attention and perseverance 
in the face of difficulties and distractions. 

An important corollary of Rousseau’s doctrine of interest made 
pupil freedom an essential part of the teacher's method. This freedom 
extended all the way from an injunction to dress small children in 
loose-fitting garments inviting the quick and easy uncoiling of native 
springs of energy to an approval of the child’s pursuit of his own 
inclinations. If a child were restless, Rousseau would not thwart him 
but would rather treat this manifestation of energy as a necessary 
apprenticeship in learning. Unless the child gets about, how is he to 
learn about space or objects which lie at a distance? An even more 
important basis for giving the child freedom was Rousseau’s belief 
that each individual was born with a distinctive temperament. A 
serious fault he found with the methods of liis day was that all children 
wore indiscriminately set the same exercises, thus destroying any 
special bent they might have and leaving a dull uniformity. Yet 
freedom was not an absence of restraint, as many of Rousseau’s 
critics have reported his saying. Lilx>rty gives children not more 
but less right to command others, Rousseau claimed.* Freedom 
requires children to learn by depending more on their own resources. 
In doing this they will learn to limit their desires to their capacities to 
fulfill them.* 

Implicit in this last remark is Rousseau’s theory of negative educa- 
tion, or learning through the natural consequences of one’s acts. 
While he expected the child to complain if his teacher hemmed him in 
with commands or crossed him with prohibitions, there w'as one curb 
to the child’s freedom against which Rousstiau expected no murmuring 

‘ Archer, R. L., Boiuaeau on Education, p. 120, K. Arnold & Co., London, 1912. 

* Ibid., p. 85. 

’The romantic idealist philosopher Immanuel Kant (1724^1804), in some 
lectures on education that show the influence of Rousseau, stated, “One of the 
greatest problems in education is how can subjection to lawful restraint be com- 
bined with the ability to make use of one’s freedom?" Answering his own ques- 
tion he made the following points; (1) From earliest childhood the teacher should 
leave the child free in everything except what might injure the child. (2) The 
child must be shown that he can attain his own aims only as he permits others to 
reach theirs. (3) The child must be shown that he is only under such constraint 
as will lead him to the use of his own freedom — that he is educated so that some day 
he may be free, that is, independent from the foresight of others. Buchner, E. F., 
The EducatioTud Theory of Immanuel Kant, pp. 131-132, J. B. Lippincott Co., 
Philadelphia, 1904. 
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whatever. This was the curb or limit placed upon the child’s actions 
by the physical necessities of nature. If Emile fails to appear on 
time for a field trip, let the tutor depart without him, says Rousseau. 
If he breaks a windoAV, let him sit and study in a cold room. In brief, 
let him learn through experience. But the shortcoming of this 
method of instruction, as LaChalotais and many subsequent critics 
have pointed out, is that, on the pretext of affording children their 
own experience, teachers deprived them of the benefit of the experience 
of other people past and contemporary. 

The most important general rule that Rousseau enjoined on the 
teacher was not to accelerate education — “not to gain time, hut to lose it."' 
“ Hold childhood in reverence,” he pleaded, “and do not be in any hurry 
to judge it for good or ill. . . . Give nature time to work before you 
take over her business, lest you interfere with her dealings.”® Perhaps 
no point in Rousseau’s educational outlook has been the object of such 
perennial attack by his critics in the nineteenth and twentieth cen- 
turies as has this romantic regard of his fur the. subtle forces of nature 
finding expression during the period of childhood. 

As Rousseau said, if the infant sprang at one bound from his 
mother’s breast to the age of reason, the kind of education offered by 
the eighteenth century would have been quite suitable. The tendency 
of that century was to look for the man in the child, to sec the child as 
a little adult, as if viewing him through the wrong end of a telescope. 
Mind was thought to have the same quality whether found in the child 
or the adult. Hence, the same rational methods of instruction sufficed 
for both. The immaturity of childhood, therefore, was a void to be 
filled up as quickly as possible. It was against this view that the 
romanticism of Rousseau was a protest. According to him, childhood 
has its own distinct character, its own laws of inner development, to 
which the teacher’s method must conform. One important difference 
Rousseau noted was that, while the child did not have the judgment of 
an adult, he did have the senses, which were fully as acute. Since a 
child begins to learn when he begins to live, education at the level of 
sense should begin at once. Education along rational lines should 
be postponed till he is mature enough for it.’ To the parent who 

* Abcees, op. oil., p. 98. 

’ RotTBBEAU, J. J., Emile, p. 71, J. M. Dent & Sons, Ltd., London. 

* Since Kant rejected the spectator theory of mind and held to the more 
romantic notion that the mind must build forth from within itself its own idea of 
the world, supra, pp. 121-122, it is not surprising to find him endorsing the maicutic 
aspect of the Socratic method, supra, pp. 171-172, for teaching rational knowledge ; 
for as he said in his educational lecture, rational knowledge is "drawn out of” 
and not “introduced into” children. Bucbneb, op. cit., pp. 183-184. 



METHODS OF INSTRUCTION 


211 


expressed the fear that then his child would spend his early years doing 
nothing, Rousseau romantically replied, “What! Is it nothing to be 
happy, nothing to jump and run all day? He wUl never be so busy 
again in all his life.”^ 

The first to make a serious effort to translate Rousseau’s romantic 
methods into practical classroom procedures was Johann Bernhard 
Basedow (1723-1790) in an experimental school that he called the 



Wall Pictures in Basedow’s Philanthropinum 
Note Kow they introduce H('ieiK*c into the curriculum us well ae Comenius* pictorial 
method of instruction. (Courtesy of Bcttiuann Archive) 


"Philanthropinum.” This was perhaps the first school in educational 
history that opened with the deliberate intention of setting traditional 
educational procedures aside and launching forth altogether on the 
basis of “improved principles.” To capture the freedom of nature in 
the spirit of Rousseau and to show a proper regard for childhood on its 
own account, the pupils in the Philanthropinum were dressed like 

* Roubseau, op. oil., p. 71. It is interesting to add that, while Rosenkranz 
(1805-1879), Hegel’s edueational interpreter, thought that it was the nature of 
the ehild to be indolent, Fellenbcrg (1771-1844), an exponent of Pestalozzi’s 
views, took the opposite position, holding that indolence in the child was the result 
either of a constitutional defect or of previous training. 
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children and not like little adults, as was the contemporary vogue. 
Their hair was cut short, and their garments were designed to be 
open and free at the throat. Latin was taught conversationally, and 
games were employed to motivate this process. Thus, when an object 
was hidden, the children tried to guess its identity by naming various 
objects in Latin. Handicraft, gymnastics, and field trips were also 
employed in the same spirit of method. 

Unfortunately, Basedow was himself a poor teacher and temper- 
mentaUy unsuited to the task of tactfully devising means to achieve 
his aims, aims that were widely acclaimed when published in a pro- 
spectus. Owing to his shortcomings and to the criticism of the 
Humanists, well entrenched in tradition, the Philanthropinum came 
to an early end shortly after Basedow’s own death. Besides ridicu- 
ling the school as mere child’s play and hardly a fitting preparation 
for the subsequent study of authors like Cicero, the Humanists 
regarded the realism and utilitarianism of the Philanthropinum’s 
methods as hostile to the spiritual values of their own more ration- 
alistic methods. 


OBJECT LESSONS 

Although the first seed to spring up from Rousseau’s Emile withered 
away, fortunately other seed from the same sowing was about to 
germinate more successfully. Indeed, the first half of the nineteenth 
century was to harvest one of the most bountiful crops of reforms in 
educational method ever seen in the history of education. In such 
quick succession that their lives overlapped appeared three of the 
greatest men in the whole of educational history, Johann Heinrich 
Pestalozzi (1746-1827), Johann Friedrich Hcrbart (1776-1841), and 
Friedrich Froebel (1782-1852). First to succeed, but only after the 
hardest kind of trial-and-error process, was Pestalozzi, the famed Swiss 
educator. 

One might think that the road to the further improvement of 
educational method had been unmistakably pointed out by Comenius, 
Locke, and Rousseau. Doubtless the direction on the horizon had 
been indicated by these men, but as a matter of fact very little had 
been done to clear the paths the feet of school children must tread in 
order to reach this goal. Important statements had been made by 
Comenius and Rousseau about predicating method on nature, by 
Comenius and Locke about nature’s method being dependent on the 
senses, by Rousseau about capitalizing on the child’s native energies, 
by Locke about gently graduating learning to the curve of growing 
youth, and by Comenius about having concrete things precede abstract 
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concepts. But with exceptions like Comenius’s textbook Orbis 
pictua and Francke’s institution, the Realschule, little or nothing had 
been done to show the teacher how to put these insights into practical 
operation in the schoolroom. Progress along this line was the great 
contribution of Festalozzi. 

Ever since the social culture had been reduced to written symbols 
and ever since education had taken the social shortcut of vicarious 
learning through the written or printed word rather than through direct 
experience, one of the most persistent aberrations of education had 
been that the oncoming generation had often memorized the literary 
form of their social culture without always comprehending its actual 
meaning. Of this difficulty reformers of nearly every century had 
been aware. Yet, though many had urged that comprehension and 
memorization go hand in hand, little or nothing had been done to 
mark out the steps in facilitating understanding. Few teachers 
realized, as Festalozzi so clearly did, that “When a third person, to 
whom the matter is clear, puts words into my mouth with which he 
makes it clear to people in his own condition, it is not on that account 
clear to me, but it is and will remain his elear thing, not mine, inas- 
much as the words of another eannot be for me what they are to him — 
the exact expression of his own idea, which is to him perfectly clear."* 

The only way to correct this misunderstanding between teacher and 
pupil, according to Festalozzi, was for the teacher to commence with 
sense impressions of the object of the lesson. Only after time for 
these impressions to take effect had elapsed should the teacher proceed 
to the naming of the object. Once named, the object could be studied 
as to its form, that is, its various qualities could be discussed and 
compared. Finally, with the abstraction of its essential as against its 
accidental qualities, the object was ready for definition. This, in 
brief, is what Festalozzi so frequently refers to as the essence of his 
method, teaching everytliing through number, form, and language. 
In this way language and observation or experience are always so 
closely linked that education should henceforth be well on its way to 
eliminating forevermore memoriler without comprehension. 

Obviously, from the foregoing, activity of the pupil is an essential 
part of learning. Without activity he can hardly get lively sense 
impressions. It will behoove the teacher, therefore, not to develop the 
lesson in the spirit of dogmatic exposition. On the contrary, he will 
rather conduct the lesson so as to encourage the pupil to exert his 
own powers. Teaching, instead of creating vicarious experience for 

^ Anderson, F. L., PeaUdozzi, pp. 75-76, McGraw-Hill Book Company, Inc., 
New York, 1631. 
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pupils, will have to create opportunities for firsthand experience 
itself. For this same reason Pestalozzi early abandoned emulation 
as a way of motivating learning. He held that the child should learn 
to feel pleasure in exercising his own powers for the discovery of truth 
rather than in comparing himself with others.^ 

Festalozzi’s lay public did not always see eye to eye with him on 
his activity program. While he was trying to develop children’s 
potentialities by an exercise of their capacities, the public was anxious 
about how well the children knew their ABC’s. While he was inter- 
ested in how children were learning to think, feel, and act, they were 
inquisitive about what the children knew of their catechism. This 
difference in outlook led many to say that, while Pestalozzi’s method 
was probably good enough, it was only suitable for children of the 
well to do, who could afford the time neixissary for children to learn 
at such a slow rate of progress. This criticism Pestalozzi denied, 
for he claimed that human nature was the same in all social classes 
and that therefore a method based on nature was equally applicable 
to all.^ 

The Pcstalozzian method of object instruction put a much greater 
burden on the resourcefulness of the t<iacher than did the old recitation 
method. Formerly the teacher had called children up to his desk 
one, two, or three at a time to hear them recite their lessons. If he 
asked any questions, there was no uncertainty about the answer, 
for there was a book to arbitrate between pupil and teacher. All 
this was changed in the classroom run according to Pcstalozzian 
principles. There the teacher taught the whole group at once. 

^ The English sociologist and philosopher Herbert Spencer C1820-1903), 
although he gave an original twist to notions about the curriculum, showed no 
originality whatever in the methods by which he would have his curriculum taught. 
In method he followed Pestalozzi implicitly. Pestalozzi’s proceeding from the 
simple to the complex, from the concrete to the abstract, from the empirical to the 
rational Spencer found highly compatible with his own notion of the social process 
as a movement from an indehnite homogeneity toward a more definite hetero- 
geneity. Indeed, he proposed that object lessons “should not cease with early 
childhood, but should be kept up during youth, as insensibly to merge into the 
investigations of the naturalist and the man of science." Furthermore, Spencer 
favored Pestalozzi's learning as a process of self-activity. Children should be tM 
as little as possible and induced to discover as much as possible, he maintained. In 
proportion as instruction became self-instruction and was accompanied by pupil 
satisfaction, he was confident it would not cease when school days were done, as 
happened too frequently in traditional schooling. Spgncer, H., Jiducalion: 
Intellectual, Moral, and Physical, pp. 69, 80-83, J. M. Dent & Sons, Ltd., London. 

‘ How similar these criticisms are to those made of progressive education in the 
twentieth century I 
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Standing before them, he framed his questions about the object under 
consideration in the light of the understanding evinced by answers 
to preceding questions. The outcome of such a lesson could hardly 
be a foregone conclusion. Yet, though the teacher had to extemporize 
in his interrogation and exposition, he could hope to do so successfully 
only by the most careful preparation before entering the class. Prep- 
aration of this sort involved not only a much more extensive knowledge 
of subject matter than the traditional teacher possessed but also a 
knowledge of the art of skillful questioning and group management. 



The iNDiviDnAii TuToniAii Method of Long Ago 
(llcproduced by pcriniuNioii from Eby and Arrowood, Devtiopment of Modern Educa- 
tion, Prentice-Hali Inc., 1934) 


The sequence of the Pestalozzian lesson from objects to definitions 
ultimately found its way into the method by which textbooks were 
organized. One of the most popular of these texts in America was 
Warren Colburn’s First Lessons in Arithmetic on the Plan of Pcslalozei. 
In this text the author sought to banish difiicultics in arithmetic that 
arose out of the fact that children had been accustomed to memorizing 
and canying out abstract rules which they did not comprehend. 
Commencing at the opposite end, Colburn (1793-1833) baaed his 
book on the assumption that the concept of number is first acquired 
by observing sensible objects. Hence, number ideas, number names, 
and mental operations with numbers were given the right of way 
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over rules and figures, which received no mention in the first fifty 
pages of the text.* 

The order of the Pestalozzian lesson has often been called going 
from the simple to the complex. Brilliant as was this insight, it was 
not without its abuses. One prominent type of abuse was thinking 
that the simple is arrived at by analyzing or breaking down a subject 
into its elements. Thus, children were introduced to reading by first 
learning their letters, next by putting letters together into syllables, 
then syllables into words, words into phrases, and finally words and 
phrases into sentences. Consequently, the much simpler method of 
learning to read by commencing with whole words or even with phrases 
or short sentences was long overlooked. It took some time for 
teachers to become aware of the fact that to go from the simple to 
the complex does not necessarily mean to commence with the logically 
simple, for the logically simple is often quite complex to the child. ‘ 
Rather should the teacher start with the psychologically simple, 
that is, with what is already familiar to the child whatever its degree of 
logical complexity. 

Another sort of abuse of the dictum to proceed from the simple to 
the complex was the tendency of some of Pcstalozzi’s followers to 
teach facts or definitions carefully compiled by an expert observer. 
These teachers attached so much importance to the child’s learning an 
exact definition that they minimized or even skipped over the sensory 
experience of the child as likely to be immature and inaccurate. No 
one has excoriated the formalism of such a procedure more mercilessly 
than the English novelist Charles Dickens in his story Hard Times. 
There a little girl, who was a member of a circus troupe and therefore 
well acquainted at first hand with horses, was caused endless embar- 
rassment because she could not trust herself to give the formal defini- 
tion of a horse supplied at once by another pupil, not nearly so familiar 
with horses. This pupU rattled off in one breath, “Quadruped, 
gramnivorous, forty teeth, namely: twenty-four grinders, four eye- 
teeth, and twelve incisive. Sheds coat in the spring, in marshy 

* What Colburn did for arithmetic, other pioneers accomplished for other sub- 
jects in the American curriculum. Arnold Guyot (1807-1884) introduced the 
Pestalozzian point of view into geography, and Lowell Mason (1792-1872) did 
this for music. 

* The mistake made in reading was repeated in various other subjects os well. 
In music, notes and scales were often made to precede learning to sing a tune. In 
writing, children were taught to make endless vertical lines and circles as prepara- 
tion for forming letters whose parts, on analysis, are found to be composed of 
either straight or curved lines. 
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countries sheds hoofs too. Hoofs hard, but requiring to be shod 
with iron. Age known by marks in mouth.” 

Interesting the pupil in his work, Pestalozzi claimed,* was largely 
a matter of the teacher being interested himself. Therefore, if the 
teacher failed to interest a child or even hold his attention, he should 
first look unto himself for the explanation. And certainly he should 
not resort to punishment where he or his method was to blame. In 
any event, discipline was mild and gentle in Pestalozzi’s school. 
Not only was such control supposed to be more consistent with the 
nature of the child, but it was supposed to be more like the rule of 
love in the home whose spirit Pestalozzi would have the school copy. 

MONITORIAL METHOD 

The current innovation in educational method with which Pesta- 
lozzianism found itself chiefly in competition, expecially in England 
and America, was the simultaneous, or monitorial, method popularized 
independently by Andrew Bell (1753-1832) and Joseph Lancaster 



An Early Monitorial School 
(Courtesy of Bettmann Arcbives) 


(1778-1838), both Englishmen. The essence of their method was 
for the master to instruct monitors, who in turn instructed the boys 
under them. As might be expected, the device was very popular 
where exceptionally large numbers of children were to be taught by a 
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Here the teacher presents the new material to be learned for the day. 
(3) Association. This is probably the most important of the five 
steps, for here the teacher leads the pupils into a comparison of the 
materials of the preceding two steps, to note what in the new presenta- 
tion is already familiar in the stage of preparation and what is an 
advance beyond it. The more carefully the teacher knits the new 
into the old by this comparison or association, the more securely is 
psychological apperception achieved. (4) Systematization or general- 
ization. Here the teacher presents the class with other instances of the 
same kind of novelty first brought to their attention. With the aid of 
these the class is able to generalize what has been learned or apper- 
ceived in the third step. (5) Application. Here the teacher will 
probably teU the children to take the next ten problems or translate 
the next dozen lines. Application is thus an assignment of further 
examples of the day’s lesson for each child to solve by himself according 
to the rule or generalization developed. 

In these five steps Herbart gave a classic analysis of the method 
of exposition. They hold for the lawyer before a jury as well as for the 
teacher before his classroom. Yet, while they give an excellent 
rationale of the art of explanation, they need to be supplemented 
with directions on how the teacher is to motivate the lesson as well 
as explain it. On this point, also, Herbart showed considerable 
originality. He took the same starting point as Rousseau and 
Pestalozzi, that interest involves self-activity, for lively children 
otherwise might very well be left to themselves. There is, therefore, a 
right amount and a right direction of interest or self-activity that 
must be supplied by instruction. 

Ordinarily, teachers try to interest pupils so that they may leam. 
The opposite is pedagogically correct, according to Herbart. Pupils 
should leam so as to establish an interest for later learning. Interest, 
in other words, is the pleasurable accompaniment of the way in which 
already acquired concepts or ideas attract or assimilate new but 
similar concepts or ideas. Interest is an outcome of apperception. 
Stated in terms of Herbart’s psychology, interest is a function of the 
way in which the apperceptive masses operate. Therefore, Herbart 
and his followers in their method paid much attention to the sequence 
and breadth of materials in the curriculum in order to build up in 
the pupU a “many-sided” interest that would be subsequently avail- 
able both to facilitate exposition and to ensure and promote motivation. 

From the foregoing it will be seen that gaining the child’s interest 
was a serious business to Herbart. It was far more than aiming to 
amuse or divert the child. With a gentle but steady hand the Herbar- 
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tian teacher was to steer a course between the Scylla of turning 
instruction into play and the Charybdis of turning it into drudgery. 
This is naturally a very difficult passage, and Herbart did not expect 
that it would always be navigated successfully. “The fact should 
not be overlooked, however,” wrote Herbart; “that even the best 
method cannot secure an adequate degree of apperceiving attention 
from every pupil: recourse must accordingly be had to the voluntary 
attention, that is, to the pupil’s resolution.”* True to his system 
Herbart advised the teacher to win the child’s resolution, or will, 
to the side of his lessons by previously instilling in him the right ideas, 
which will ensure the right will or responses rather than to depend 
too much on rewards and punishments. 

Herbart’s doctrine of apperception also directed him to one 
brilliant insight far ahead of his times, namely, that there is no use in 
trying to restrain undesirable activities in a child unless some new 
activity is supplied to take the place of the one inhibited. Conse- 
quently, the teacher was advised that the best method of government 
in the school is to keep children occupied even if the immediate 
purpose of the activity is to avoid disorder rather than to instruct. 
If worse came to worst, Herbart was not one to shy away from corporal 
punishment so long as it did not injure the child’s self-respect and was 
not overused. He would prefer to substitute some deprivation of 
freedom but never expulsion, for expulsion solved nothing and merely 
passed the disciplinary problem on to someone else. 

BELF-ACTIVITY 

The'seeds of romanticism sown by Rousseau’s Emile flowered more 
luxuriantly in the pedagogical method of Froebel than they did in 
that of either of the other outstanding educational reformers of the 
early nineteenth century, Pestalozzi or Herbart. As just seen, 
Herbart appreciated the importance of the pupil’s self-activity, but, 
he was quite dubious about cultivating its spontaneity. Instead 
he preferred to exercise careful control over the channels in which 
it flowed. Pestalozzi, too, regarded self-activity highly, but to him 
it was a necessary accompaniment of gaining sense impressions of 
objects in the environment. 

Froebel, on the other hand, took much more seriously Rousseau’s 
injimction to reverence the child and to allow himself to be guided by 
rather than to be the guide to the course of development prompted by 
the child’s nature. Hence, Froebel took the view that the teacher’s 

' Hebbakt, J. F., Outlines of Educational Doctrine, p. 71, The MacmSlan Com- 
pany, New York, 1901. 
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or parent’s method should be more protective than prescriptive. 
That is, the teacher or parent should be careful not to interfere with 
nature’s laws of self-expression or self-development. On the contrary, 
every effort should be made to create an educational situation in 
which the inborn forces of the child’s nature would have every oppor- 
tunity to unfold freely and naturally. The aim of the teacher’s 
method should be to bring out rather than to put in. It should be 
creative rather than merely imitative. 

The device par excellence for encouraging spontaneous self- 
development and self-expression Froebel thought was play. This 
was an innovation among educators. Prior to Froebel many different 
attitudes had prevailed with regard to play. These attitudes ranged 
all the way from regarding it as a harmless out-of-school diversion 
to the Puritanical one of suppressing it as a temptation of the devil 
for idle hands. A few educators, of whom Locke was one and Basedow 
another, employed well-known children’s games as a sugar-coating to 
inducing children’s swallowing some incidental learning. Froebel’s 
contemporary, Georg Wilhelm Friedrich Hegel (1770-1831), a 
teacher before he became a world-famous pliilosopher, thought play 
education a mistake, for in it the teacher descended to the childishness 
of the pupils instead of raising them up to the level of serious realities. 
An even more renowned philosopher, Immanuel Kant (1724-1804), 
showing the influence of Rousseau in his lectui’os on education, valued 
play because the child pursues it so earnestly that he willingly imposes 
self-discipline on himself. 

It remained for Froebel to perceive that play is in itself educational. 
He did not justify the teacher’s use of play as a means to discipline or 
as a means to teaching academic subject matter. Neither did he 
justify it for recreational purposes. On the contrary, he took the 
serious view that play is the best means at the teacher’s disposal to 
release the child’s own inner powers. It holds this position because it 
is the natural way in which the child expresses himself when unre- 
strained by adult conventions. 

If play is in part what a child docs when unrestrained by adults, 
it follows that its conscious employment as an educational method 
involves an educational context in w'hich the child is consciously 
allowed to go unrestrained to a much larger extent than according to 
any previous method. Yet this romantic freedom, which Froebel 
introduced into his method from Rousseau, was nothing whimsical. 
Froebel based it carefully on philosophy* just as Herbart had rested his 

‘ For a more complete account of Froebel’a educational philosophy, see supra, 
pp. 124^125. 
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method on psychology and Comenius and Pestalozzi had used more 
general scientific analogies. To Froebel freedom was not a gift 
bestowed by the teacher or even by God himself. Freedom was 
something which had to be achieved and that by self-activity. Froe- 
bel’s native but autocratic Germany was very skeptical about the 
political and social conscqiiencns of a classroom method so imbued with 
freedom. As a result, it was in democratic America rather than in 
Germany that his m<!thod8 received their greatest fulfillment. 

But before turning to the introduction into America of the Euro- 
pean educational innovations of the eighteenth and nineteenth 
centuries, one further aspect of Froebel’s method should be considered. 



Fburdkman Kinderuabtsn “Giftb" 
l''iret Rift Second gift 

Worsted bolls of vurious colors of the The sphere, cylinder, and cube, 

rainbow. 

This concerns the way in which Froebel incorporated Pestalozzian 
object instruction into his own methodology by means of his well- 
known “gifts and occupations." Yet, though he used objects (gifts), 
Froebel did so in a uniquely different way from Pestalozzi. Pcsta- 
lozzi used a great variety of objects and expected children to exercise 
their sensory powers to become acquainted with them. Froebel, 
on the other hand, used a more limited range of objects and at that 
only objects which had a certain formal quality about them. He was 
interested not so much in the immediate knowledge yielded by sensory 
observation as in a more remote symbolic knowledge suggested by the 
formal quality of the object, or gift. 

Thus, an important object in the Froebelian kindergarten was the 
ball. This was given to the child to play with, not just so that he 
might learn about its sphericity, as Pestalozzi might have employed it, 
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but rather in the expectation that its sphericity would suggest to him 
the concept of divine, all-inclusive unity. Another important gift 
was the cube. Its importance lay in the fact that its rectangular 
lines and flat sides were the very opposite of the ball, or sphere. This 
opposition was significant to Froebel, for he thought learning occurred 
through the reconciliation, or mediation, of opposites.^ The object, 
or gift, that mediated the ball and the cube, of course, was the cylinder. 
All this is an elaborately indirect approach to the well-attested truth 
that one cannot avoid simultaneous teaching of antithetical qualities 
like hardness and softness, length ani breadth, the true and the false. 

A further most important instance of Froebel’s search for unity — 
even in opposites — was to be found in the social group constituted by 
the kindergarten children. Pestalozzi had tried to utilize social 
forces in his method fay trying to assimilate his classroom to the 
kindness and sympathy of the home. But Froebel was the first to 
propose social tactics in the classroom that were based on a definite 
strategy. His great emphasis on arranging children in the never-to-be- 
forgotten kindergarten circle was, like the sphere, also to symbolize 
all-inclusive unity. But this sense of unity was to grow from the 
children’s entering into social relationships as well as from their formal 
arrangement into a circle. In this sense the kindergarten was but a 
continuation of social relationships already well developed from the 
very early intimacy between mother and child. In the social environ- 
ment of the school the child was to learn that he himself was both a 
whole and also a part within a whole. All this, again, was excellent 
pioneering in educational method if the elaborate s3anbolism were not 
made to loom too large. 

Although all these instances are taken from the kindergarten, the 
kindergarten was not, in Froebel’s mind, the limit of the application of 
the activity principle. As a matter of fact, he conceived this principle 
the proper method in later years of schooling as well. Unfortunately, 
he had neither the early success nor the length of life to develop 
his method at the higher levels. That development was undertaken 
by his American followers in the twentieth century. 

STATUS OF INSTRUCTIONAL METHOD IN 
MID-NINETEENTH-CENTURT AMERICA 

The iimovations in instructional technique inspired by Rousseau 
and worked out in practical detail in the first half of the nineteenth 
century by the contemporaries Pestalozzi, Herbart, and Froebel did not 

‘ For the educational philosophy behind this theory of opposites in Froebel and 
Hegel, see supra, pp. 123^121. 
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reach America in force till the second half of the century. Before 
tracing the introduction of these innovations into American education, 
it may be well to pause a moment to note the status o£ educational 
method in mid-nineteenth-century America just prior to the impact 
on it of new ideas from abroad. 

Ten years before the mid-point of the century, when Henry 
Barnard (1811-1900) was surveying conditions in Connecticut, 
he noted that a variety of instructional procedures were in use. 
Among these he noted the lecture method. This medieval device* 
evidently had had the vitality not only to survive in the higher 
institutions of learning but to spread into the lower ones as well. 
If the lecture method survived there, we may be sure that its first 
cousin, the prelection,^ persisted in Jesuitical institutions of learning 
as they came to be founded in this country'. 

The most prevalent method Barnard found in the common schools 
was that of the recitation, wliich consisted in calling pupils up to the 
master’s desk “to say their lessons."’ The lesson was cited in the book, 
and the children re-cited it — gave it back. Sometimes pupils were 
summoned individually and sometimes in groups. In the latter case 
their lessons might be said in unison. Unison, however, was not 
always possible, for children frequently did not possess copies of the 
same book from which to memorize the lesson. The difficulties 
besetting the teacher from a multivariety of texts were attested by 
Barnard’s further survey, which noted some 200 different books in 
use in just the half-dozen main subjects in the curriculum. In 
whichever way children were called up, Horace Mann (1796-1859), 
Barnard’s distinguished collaborator in Massachusetts, quoted an 
estimate that this method afforded each child about 20 minutes of the 
teacher’s time each half day — 10 minutes of instruction daily and 320 
minutes of sitting still. 

This sort of instruction terminated at the conclusion of the school 
year in a public examination. At this time the children orally 
answered questions put by the teacher or the school committee 
before the assembled parents and such of the public as cared to attend. 
Such an examination, however, did not always provide a fair estimate 
of a school’s achievement. A skillful teacher by asking the right 
questions of the right pupils could always make the school look better 
than it really was. Conversely, some children, embarrassed by the 
situation, often failed to show what they were capable of doing. The 
beginning of the end of this sort of examination was foreshadowed in 

^ For a fuller account of the lecture method, see supra, pp. 180-182. 

* For a fuller account of the prelection, see supra, pp. 186-188. 
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Boston in 1845, when the school committee, anxious to appraise 
educational conditions in the whole public school system, substituted a 
written examination for all. In support of the change several argu- 
ments were adduced. The new examination was impartial, for each 
child had to answer the same questions and that without any leading 



Hornbook 


The reading matoriol fastened to this paddlo*Bhaped piece of wood was covered by 
transparent horn (which in the figure is cracked) in order to protect it against wear and 
tear. After learning his alphabet, the child learned his syllables. His first lesson, the 
Lord's Prayer, was obviously not graded for difficulty. 

help from the teacher. It was also more thorough in that it covered 
more ground for each pupil. And, not least, it could be made a matter 
of record so that a comparison could be made on succeeding years.* 
At its best the prevalent method of teaching threw the pupil on his 
own initiative to interpret and organize a vicarious experience broader 
than his own. At its worst, as an anonymous schoolmaster put it, 

* For the results when this same Boston examination was given again in 1910, 
see 0. Caldwell and S. A. Courtis, Then and Now in Education^ World Book Com- 
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it was the sure method by which dullness could be taught. The 
large amount of memoriter done at the behest of an often dogmatic and 
authoritarian teacher created its share of motivational anddiscipUnaiy 
problems. These were not diminished but aggravated by the furnish- 
ings of many schoolrooms, where a lively and sensitive child was 
often “stuck upon a bench full of knot-holes and sharp ridges, 
without a support for his feet or his back, with a scorching fire on one 



School Hovbb at Salem, Marbaohubettb 
Note whipping post in front of it. (Courtesy of Essex Institute) 


side of him and a freezing wind on the other; and a stiff Orbilius of a 
master, with wooden brains and iron hands, orders him to sit perfectly 
still, with notliing to employ his mind or his body, till it is his turn 
to read. Thus confined for hours, what can the poor little fellow do but 
begin to wiggle?”' Or whisper, play pranks, or indulge in stolen 
glances or in any of a dozen other nuisances in the schoolboy’s bag 
of tricks? 


pany, Yonkere-on-Hudson, New York, 1924. For similar comparisons, see J. L. 
Riley, The Springfield Teats— A Study in the- Three R’s, Holden Patent Book Coves 
Co., Springfield, Mass., 1908, and U. E. Lawson, “Historical Survey of Changes 
in Aims and Outcomes of School Examinations,” Educational Administration and 
Supervision, 20: 667-678, December, 1940. 

' Kntoht, E. W., Reports on European Education, pp. 312-313, McGraw-Hill 
Book Company, Inc., New York, 1931. 
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Add to this situation the authoritarian conception of discipline 
that reigned in the schools of the period and a very explosive atmos- 
phere was bound to result. The common thought of the time was 
that the parent or teacher was superior and the child inferior by 
virtue of a relation which God himself bad ordained. Therefore, 
the child owed obedience to his superiors. "Obedience,” so a current 
definition ran, "is doing anything because another, having competent 
authority, has enjoined it. The motive necessary to constitute 
an act of obedience is reference to the will and authority of another. 
The child receives as true what his parents say, because they say it; 
so he does as right what they command because they command 
it. . . . The pupil must be taught and made to believe that all school 
regulations and laws are based on authority — authority vested in the 
office of the teacher. . . . Nor is severe punishment to be regarded as 
the last resort. When it may be infficted at all, it is the first resort 
and the true remedy.”^ 

No doubt much of the early difficulty with school discipline arose 
from an excessively long school day. Not infrequently, ancient schools 
commenced at sunrise and continued till sunset. Under such circum- 
stances, it would be remarkable if children’s surplus energies did not 
rebel against such long periods of close application to their studies. 
The chief relief against the monotonous succession of long days at 
school was the designation of some days as holidays. Holidays 
originally seem to have been holy days. The Greek boy’s school 
year was punctuated by some ninety such occasions. If this number 
seems excessive, it must be remembered that the Greeks did not observe 
the Sabbath as later became the custom under Judaco-Christian 
influence. Many other holy days in the Christian calendar, of course, 
added to the welcome vacation pieriod from school. The chief diffi- 

‘ Habris, P. E., Changing Conceptions of School Discipline, p. 79, The Mac- 
millan Company, New York, 1928. The concept of discipline enunciated here was 
given excellent philosophical statement by no less a one than Immanuel Kant. 
The obedience owing from a child, he held, was twofold — to the absolute will of the 
parent or teacher and to the universal moral law. If obedience derived from con- 
straint, it was absolute; if from confidence or voluntary acceptance, it was rational. 
Kant held that while due attention should be paid to the inclinations of children 
there were many things children must do because prescribed by duty. Trans- 
gression of a command constitutes lack of obedience and therefore entails punish- 
ment. Punishment may be either physical or moral. But in no event should the 
child’s will be broken, Buchneb, op. eil., pp. 188-192. But the strictness of this 
view was already weakening in the next generation, for Hegel, one of Kant’s suc- 
cessors, noted that it had ceased to be the custom in families to demand absolute 
obedience for obedience’s sake. Mackenzie, M., Hegel's Educational Thought 
and Practice, p. 175, Swan, Sonnenschein A Co., London, 1909. 
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culty in having holidayB coincide with holy days was that the latter 
were not evenly distributed throughout the school year. Conse- 
quently, a custom grew up in medieval Europe of making' Thursday a 
holiday in any week in which no holy day fell. In fact, even to the 
present day some European countries still observe a Thursday school 
holiday rather than the Saturday holiday prevalent in the United 
States. 

Of course, pedagogues had long recognized that all study and no 
play made a boy a dull pupil. In spite of this fact, the total number of 
days spent in school seems to have depended more on factors of 
transportation and economic competence than on theories of pedagogy. 
In colonial America the long summer vacation seems to have grown 
out of an agrarian economy in which children were needed to work 
on the farms during the summer months. Where schools were held 
in the summer, it was usually because of transportation difficulties 
during the winter. The predominance of an industrial economy in the 
twentieth century, however, has enabled the summer school and the 
summer camp to make inroads into this customary long summer 
vacation. ‘ 

The surcharged atmosphere of this total situation — much memoriUr 
with little exposition, crude school furnishings, and authoritarian 
discipline — did explode at frequent intervals in the invocation of 
corporal punishment. In one school of 250 pupils that Horace Mann 
visited he reported that there had been 328 separate floggings in one 
school week of five days, or an average of nearly 66 each day. Appar- 
ently, the teacher thought that the hickory stick was the only board of 
education. One wonders how the teacher found time to teach in a day 
punctuated by so many disciplinary cases. Yet, on the whole, the 
public approved the practice and would have looked askance at 
withholding the rod of discipline as contrary to the Biblical injunctions 
of the Old Testament.* 

In spite of the perversity of human nature to which wiggling, 
whispering, and pranks were ascribed, a new attitude toward child 
nature was beginning to be evident toward the middle of the nineteenth 
century. This was due, in part, to the romanticism of Rousseau, in 
part to a general humanitarianism, and in part to the leaven of new 
political conceptions of democracy. A view gradually began to take 
hold that a child who grows up imder subjection to an authority that 
requires obedience merely for the sake of obedience is not free and 

‘ For a more extended account of vacations, see R. Byrna, "About School 
Vacations,” School and Society, 67: 175-178, February, 1943. 

' For a more complete account of this ancient discipline, see supra, p. 168. 
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therefore is ill prepared for citizenship in a state based on the principles 
of liberty. 

As a result, new principles of discipline gradually began to make 
their appearance. Although they were exceptional, men like Bronson 
Alcott (1799-1888) did try to train children for their responsibilities in 
a republic by making provision in the schoolroom for learning the art of 
self-government. Horace Mann, for instance, insisted that the guid- 
ing consideration in discipline should be, not securing outward con- 
formity to rule or code, but enlisting the inner motive of the child. 
Discipline should be proportioned, therefore, not to the offense, but to 
the intent from which it sprang. Similarly, some claimed that it 
was not enough that the teacher secured diligence in study and good 
order in the classroom. To them the vital question was: To what 
motives did the teacher appeal? 

Turning inward to the motivation of children led to a reassessment 
of their restless energies. Those with wit to see began to realize that 
this abundant energy was not an outcropping of the devil but a 
manifestation of curiosity or of the desire to manipulate. Given 
interesting instructional activities to engage it, this energy would be so 
readily absorbed that there would bo no superabundance with which 
to transgress the school routine. Those who perceived this truth 
were the first to realize that good instruction and good discipline 
are one and the same thing. For centuries they had been looked upon 
as separate activities of the teacher. Now at last a new day was 
dawning — but it was only the dawn. 

EFFECT OF EUROPEAN INNOVATIONS ON AMERICAN EDUCATION 

Barnard must have seen the new era dawning, for in his survey of 
instructional methods in Connecticut, already mentioned, he also 
noted tendencies to adopt some of the newer European procedures, 
especially the Pestalozzian. He ako mentioned mutual, or monitorial, 
instruction, but of its value he took a very moderate and restrained 
view. About Pestalozzian methods Barnard was much more enthusi- 
astic. So, too, was Mann, who did everything possible to introduce 
them into Massachusetts schools. David Perkins Page (1810-1848), 
however, whose Theory and Practice of Teaching was perhaps the 
most popular text for teachers at this time, warned teachers against 
being swept off their feet by either monitorial or object instruction. 
He seemed to treat them both somewhat as current fads and frills.’ 

’ As to his own positive view of method Page stated that the teacher could ask 
no question more important than what the "natural order" of presenting a sub- 
ject is. In supplying an answer to this, however, he was very vague compared 
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Nevertheless, in spite of Pa.ge’s lukewarm attitude, Pestalozzianism 
steadily continued to gain favor. The way in which it capitalized on 
children’s activities rather than repressed them appealed to teachers 
as the basis both of good instruction and of good discipline. 

Steady as was the spread of Pestalozzian method, it took its major 
spurt in the United States with the establishment of the Oswego 
Normal School in New York, coincident with the outbreak of the 
Civil War. The moving spirit at Oswego was Edward A. Sheldon 
(1832-1897), who had drawn his Pestalozzian inspiration from the 
English branch of the movement, which tended to magnify the object 
aspects of Pestalozzi’s method. Sheldon was so impressed by a 
large collection of such objects in an educational museum in Canada 
that he introduced the idea at Oswego. Being a good promoter as 
well as a good schoolman, Sheldon was not long in making Pcsta- 
lozzianism a vogue that became knowm in this country as the “Oswego 
movement.”* Prospective teachers came to Oswego from far and near 
and when they graduated carried Pestalozzian object instruction to all 
parts of the country. 

Wherever these teachers went, they generally started school 
museiuns, many of which are still to be seen. But object instruction 
did not stop with museums. It was also embodied in other instruc- 
tional techniques, which have since become commonplace. Field 
trips, which began as a means of acquiring specimens for school 
museums, have since become a valued teaching device on their own 
account. Another application of object instruction of long standing is 
shopwork. Earliest to see that the shop and the farm are ideal envi- 
ronments for the Pestalozzian method was von Fcllenberg (1771-1844), 
the Swiss nobleman and educator. His application of Pestalozzian 
principles found its w'ay into this country through the manual-labor 
movement on which many of our early colleges were founded. The 


with Pcatalozzi. Page woa more distinctive wlien he gave one of the best early 
criti(iu<a of motivating schoohvork through prizes, a policy to which he was 
much opposed. Prizes, he contendcrl, give undue prominence to comparatively 
unworthy objects, engender an undesirable spirit of rivalry, and stimulate only 
the few who may hope to gain them, leaving the rest indifferent. Besides, there 
is much difficulty in awarding prizes beitause there is an inequality in the external 
conditions of home study, to say nothing of their rewarding success rather than 
effort. Finally, study motivated by prizes may well cease when the prizes are 
withdrawn. Page, D. P., Theory and Praclice of Teaching, Chap. 8, A. S. Barnes 
& Oo., New York, 1847. C/. Colonel Francis W. Parker a half century later in 
his Talks on Pedagogue, pp. 276-277, 'Phe John Day Company, New York, 1937. 

'■ Dearborn, Ned H., Tlte Oswego Movement in American Education, Teachers 
College, Columbia University, New York, 1925. 
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Another popular form that Festalozzian object instruction took in 
America about the turn of the century was the inductive lesson. 
In such a lesson the teacher’s method aimed to help the child to form 
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conceptB based on observation. The teacher would begin by aiding 
the child to gather a stock of primary sense impressions and conclude 
by helping him in inductively arriving at a classification ^d concep- 
tualization of them by analysis and comparison. But it should not be 
thought that the inductive way of teaching was a one-way street 
just going from percept to concept. As a matter of fact, the child 
was best taught when he learned to reverse this process as well. In 
reverse, learning started with a concept as a guide to what the child was 
to expect in contacting an object. When teaching moved in this direc- 
tion, from concept to percept, it was often known as a “deductive" 
lesson. Some thought this was a separate kind of lesson, but it w'as 
really only the natural corollary of the inductive lesson. The child’s 
mind should learn to slip easily from case to concept and concept to 
case as frequently as learning to form a clear and firm notion of the 
matter in hand demands. 

The Herbartian method of instruction did not receive much 
attention in the United States till a score of years after the conclusion 
of the Civil War. Then it made its entry largely through young 
Americana returning from graduate study at German universities. 
These men promulgated the Herbartian five steps as a “general 
method” applicable to teaching all subjects because it embodied 
Ihe logical way in which the mind learns.^ Normal schools, quickly 
convinced of tliis claim, recast their model lessons on Herbartian lines. 
The five steps were followed strictly — as they should be if they con- 
stituted a general method. But this very strictness gave birth to a 
rigid formalism. In time, general method was attacked by skeptics 
of the theory that the mind learns in only one way and by proponents 
of "special methods” for particular subjects like reading or for par- 
ticular aspects of the lesson like drill. 

Enthusiasm for Herbart was at high tide in the decade before the 
turn of the century.’* Yet, although it ebbed from then on, at least one 
notable American educator of the twentieth century continued to 
cling to the Herbartian pattern as an important method of instruction. 
He was Edward Lee Thorndike (1874— ), outstanding pioneer 

' See, C. A. McMuriy, EUmenti of Geiwral Method, PubJic School Publishing 
Company, Bloomington, 111., 1892, one of the more notable books introducing 
Herbartianism in the United States at this time. The German Herbartian 
Wilhelm Rein (1847-1929) thought nature admitted of only one method of 
instruction. See hie OvJdines of Pedagogic*, p. 136, Swan, Sonnenachein & Co., 
London, 1893. The idea is an old one. See mpra, p. 179. 

‘ For the spread of Herbartianism, see C. A. Harper, Deuelopment of Ihe Teachera 
College in the United States, Chaps. 14-17, McKnight and McKnight, Bloomington, 
111., 1935. 
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in the scientific study of educational psychology. Since his theory of 
learning as conditioning or associative shifting bore such a direct 
resemblance to Herbert 's doctrine of apperception,’ it is not surprising 
to find that, when Thorndike came to translate his scientific conclusions 
into a practical classroom method, he took over the Herbartian five 
steps with only slight modification.* 

The Froebelian ideas of instruction made their first appearance in 
the United States with those freedom-loving Germans who, dis- 
appointed at the abortive revolution of 1848 in their native land, 
emigrated to America. These ideas were at first practiced only in 
private kindergartens. After the Civil War they gained access to the 
public schools largely through the leadership of William T. Harris 
(1835-1909), then superintendent of schools in St. Louis but later 
United States commissioner of education. 

For long the method of self-activity was limited to preprimary 
education. Ultimately, however, it escaped this narrow confine in two 
directions. One was into the manual-training movement, the handi- 
craft of which was seen as an excellent embodiment and extension of 
Froebel’s gifts and occupations. The other was into the primary and 
upper grades of the elementary school, to which Frocbel had always 
thought his method applicable. The educator most influential in 
making this extension was Colonel Francis W. Parker (1831-1902), 
who was a great admirer of Festalozzi as well as of Froebel. Seizing 
upon Froebel’s idea of self-activity Colonel Parker became the most 
effective leader in putting motor expression to the fore at all levels of 
the elementary school. However, he did not restrict himself to formal 
or symbolic patterns of self-expression as did Froebel’ but developed 
self-expression on its own account in a variety of forms such as gesture, 
speech, music, modeling, painting, drawing, and writing. 

With all his emphasis on motor expression it is obvious that 
Colonel Parker could not put up with the traditional conception of 
schoolroom order as stillness. If it is the child’s will or tendency to 
motor expression that is to be tr^ed, then Colonel Parker was ready 

* Supra, pp. 143-146. 

> TnoaNDiKi:, E. L., and A. I. Gates, EUmtmtary PrineipUa of Education, pp. 
247-250, The Macmillan Company, New York, 1930. 

* Maria Montessori, working with subnormal children, also worked out a 
method employing various kinds of objects and apparatus for the formal training 
of children’s motor capacities. Achieving considerable success, she later adapted 
her procedures to normal children as well. Although some rated her methods 
superior to kindergarten methods, the general professional conviction has been 
that the methods of the modem kindergarten are quite superior. See M. Montes- 
eoii. The Monteaeori Method, Frederick A, Stokes Company, Inc., New York, 1012. 
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to anticipate a certain amount of apparent disorder. The primary 
gift of God to man is choice; and since no one can choose the truth for 
another, a certain amount of commotion can be expected to he attend- 
ant on the exercise of choice by the immature minds of children. 
To be sure, if a child commits a crime against the routine of the school, 
immediate punishment may settle the case and bring quietness, 
if that is the end sought. But such discipline does not educate the 
child. Deprived of choice under the compulsion of fear, he acquires 
no habits of learning to rule himself.' 

The most romantic extension of self-expression and self-activity as a 
pedagogical method in the twentieth eentury was made by certain 
members of the progressive-e<lucation movement. Their deep 
commitment to activism found expression in various forms such as the 
activity school, child activity, and the activity curriculum. Their 
even deeper commitment to freedom as the only proper context in 
which activism could develop its full potentialities was almost rever- 
ential. In fact, among this section of progressive educators freedom for 
a while reached the proportions of a cult.' To these educators freedom 
was not only the end of the educational process but its proper method 
as well. They used it to particular advantage in teaching the arts, 
where they gave wide scope for children to express their individualities. 
Children were encouraged to express their deepest inner emotions 
as freely as possible in such media as painting, modeling, dancing, 
and literary composition. But freedom was invoked in other direc- 

* HeKcliaiiB like United States Commiaaiouer of Education William T. Harris’ 
Colonel Parker’s illustrious contemporary, arrived at this same conclusion but 
through a characteristically Hegelian terminology and ideology. To the Hegelian, 
freedom is achieved through subordination of self to moral law which, when 
achieved, composes the unity of the school. Such unity is a Hegelian synthesis of a 
thesis, the narrow whim of the individual, and its antithesis, the moral law embody- 
ing the broader social experience. (For the philosophic exposition of this triadic 
process, ace supra, pp. 123-124.) If by his misdeed the student breaks this unity 
of the school, he must restore it. But if he is coerced by punishment to restore it, 
the pupil’s will is arbitrarily usurped by the teacher. The disciplinary situation 
should preferably be handled so that the child independently wrestles with his own 
misdeed, so that he freely resolves or achieves a synthesis of his own conflict. Sec 
A. Tompkins, The Philosophy of School Managemeni, pp. 157-183, Ginn and Com- 
pany, Itoston, 1895, and ,1. 8. Itoberts, William T. Harris, pp. 197-205, National 
Education Association, Washington, D.C., 1924. 

• Probably the moat extreme employment ever made of freedom as a method 
in the schools was by Count Leo Tolstoy (1828-1910), the great Russian pacifist. 
Children were free to come or stay away from his school, to learn their lessons or 
refrain from them. Children were to feel only under the constraint of spontaneous 
interest. See W. A. McCallistcr, Growth of Freedom in Education, pp. 390-391, 
398-399, Richard R. Smith, New York, 1931. 
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tioDS as well, for children’s initiative was also solicited in planning 
the daily curriculum and in evaluating its final outcome. 

In part, the romanticism of the methods of progressive education 
was due to the expanding momentum of the Froebelian influence, 
which, suppressed in Germany, found the freedom-loving America 
of democracy and laissez Jaire most congenial to its propagation. 
In part, the activism of progressive methods of instruction was merely 
the educational phase of a coincident expressionism in the arts gener- 
ally. The forces that were producing the “ new ” music and the “ new ” 
art were also producing progressive education, sometimes called the 
“new" education.* 

But the theory that supported this romanticism was changing in 
the twentieth century. In place of the philosophic idealism of the 
nineteenth century, scientific notions rose to undergird it.^ Of most 
general scientific significance at the opening of the century was the 
emergence of dynamic concepts of educational psychology. The 
instinct psychology of William James (1842-1910) and of Edward L. 
Thorndike* gave great impetus to educational methods predicated on 
enlisting these native drives to pull the load of the school curriculum. 
Prior to these men G. Stanley Hall (1846-1924) had already familiar- 
ized educators' minds with the notion of catharsis,* (letting bad 
inclinations freely dissipate themselves) and had supported the 
cliche “No impression without expression.” More startling yet, 
perhaps, was the force lent the methods of activism and freedom by 
the theory of psychoanalysis put forward by Sigmund Freud (1856- 
1939), great Viennese physician and psychologist.* According to 
Freud much mental ill-health stems from the thwarting of instincts 
whose repression is demanded by social convention. One result of 
Freud’s therapy of psychoanalysis was to encourage some relaxation of 
inhibitions and to permit a freer rein for native drives. The use to 
which such a theory could be put in education and the arts needs no 
further elaboration. 

As the Old World ideas gradually spent themselves in their impact 
on American education, American teachers were stimulated to efforts 
of their own in the field of educational method. Grateful as they 

> Kandei., I. L., End of an Era, Chap. 2, Teachers College, Columbia Uni- 
vereity, New York, 1941. 

* For a fuller exposition of the educational philosophy of idealism, see supra, 
pp. 120-127. 

' For a fuller development of the psychology of these men, see rupra, pp. 150- 
155. 

* For a fuller development of catharsia, see supra, p. 149. 

‘ For a fuller development of psychoanalysis, see supra, pp. 15S-159. 
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were for the improvementB introduced from abroad, they had long had 
leaders who expressed misgivings about America’s borrowing too 
extensively from the German educational tradition. Earliest to 
voice distrust was none other than Horace Mann, who himself had 
been greatly inspired by what be had seen when he visited Prus- 
sian schools. Yet in borrowing from Prussia he exerted the greatest 
care to screen out any devices that smacked of passive obedience to 
arbitrary authority.' Similarly, Colonel Parker and John Dewey 
(1859- ) were both skeptical of the adaptability of Herbartian 

methods to the American scene. Both men detected a lack of freedom 
for the individual in the Herbartian pattern and the tendency of 
that pattern to subordinate the individual to the initiative of the 
teacher. 


THE PROBIiEH METHOD 

The most indigenous and original American contribution to educa- 
tional method was made by John Dewey. In general principle, 
Dewey identified himself with that great educational tradition which 
believed that the teacher’s method should capitalize on the inborn 
active propensities of children. Like his predecessors, his method 
capitalized on these propensities in two directions, that of clarifying 
and ensuring understanding and that of motivating studies. Dewey’s 
handling of each of these uses will now be taken up in turn. 

Dewey’s unique contribution was in the amendment he made to the 
employment of the activity principle as a means of clarifying the 
child’s understanding of his lessons. To the idea of learning by 
doing he gave a hitherto unthought-of educational application. The 
direction of his thought may most easily be understood by noting 
the way in which Dewey himself distinguished his views from those of 
Pcstalozzi and Frocbel.’ In exercising the child’s native capacities 
for action, Pcstalozzi used objects and Proebel "gifts” in order to 
acquaint the child with their properties. The fallacy in this method, 
according to Dewey, is that it assumes that objects must first be known 
before they can be used. Reversing this method, Dewey held that 
objects usually become known, and senses incidentally exercised, 
in the course of using objects to achieve some end. 

Dewey made much the same distinction in comparing his own 
ideas with those of earlier educators hke Aristotle (384r-322 n.c.) 

^ Walz, J. S., Oerman Influence in ATnerican Education arid Culture, p. 32, Carl 
Schurz Memorial Foundation, Philadelphia, 1936. 

> Dewet, J., Democracy and Education, p. 233, The Macmillan Company, New 
York, 1916. 
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and Locke. In the case of Aristotle, the pupil activity aimed at by 
the teacher was preferably internal and mental because rational 
activity is most nearly akin to pure activity, its highest form. Dewey 
insisted, on the other hand, that activity must involve at least some 
kind and amount of overt doing.' Growth in knowledge cannot 
germinate inside the head alone, he said. To learn or find out, one 
has to do something ; one has to alter physical conditions outside the 
head to see whether what happens is what the head predicted would 
happen. ° 

If Dewey differed from Pestalozzi, Froebel, and Aristotle, all of 
whom were activists of one sort or another, he differed even more 
widely from Locke, whose sense empiricism he criticized fur its omission 
to accord an active role to the senses. “It would seem,” said Dewey 
indirectly attacking him, “as if five minutes’ unprejudiced observation 
of the way an infant gains knowledge would have sufficed to overthrow 
the notion that he is passively engaged in receiving impressions of 
isolated ready-made qualities of sound, color, hardness” and the like.' 
On the contrary, Dewey held that the child’s restless reaching for and 
manipulating of objects were undertaken not to learn their isolated 
qualities but to sec what changes in these objects could be expected 
if certain things were done to them. Hence, to the old dictum “Teach 
things rather than words” Dewey responded, “Teach not so much 
things as the meaning of things.”' 

It hardly needs remarking that from these contrasts a new concept 
of activity was emerging. Before summarizing the concept more 
pointedly, however, it must be said that Dewey did not overlook 
what had been so emphatically stated by other activists, namely, 
that all learning must involve doing because doing is central in the very 
nature of the child, whether one approach that nature philosophically, 
psychologically, or biolo^cally. That provision must be made for the 
proper kind and amount of exercise and activity to ensure mental 
vigor and bodily health, Dewey himself readily conceded. At the 
same time he was fearful lest this sort of activity degenerate into mere 
random or formal exercise. In other words, activity in the abstract or 
for its own sake is not enough, for then one cannot tell whether activity 
is boisterous, thoughtless, mechanical, and perfunctory or purposeful, 

1 Dewey, J., in Monroe, Cyclopedia of Education, vol. 1, pp. 33-34, The 
MBcmillsn Company, New York, 1912. 

> Dewey, J., Democracy and Education, pp. 321-322, 393, The Macmillan Com- 
pany, New York, 1916. 

» /hid., pp. 317-318. 

* Dewey, J., How We Think, p. 236, D. C. Heath and Company, Boston, 1933. 
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effiicient, intelligent, and orderly.^ To distinguish this one must have 
some perspective. 

Summarizing and epitomizing his own views, Dewey defined 
activity as a series of changes definitely adapted toward accomplishing 
an end.‘ Thus, he would have objects and materials used at school 
in both work and play as a means of achieving ends suggested by the 
child’s impulsive activities.* In striving to achieve his ends Dewey 
would have the child act on his environment and then note the con- 
sequences in terms of his objective. Obviously, this is just the 
opposite of dictated exercise or “busy work.” To Dewey self-activity 
would demand opportunity for investigation and experiment, for 
tiy'ing ideas out upon things. 

Dewey’s instrumentalism and experimentalism stand out in almost 
every phrase of his remarks on activity.'* Of what practical classroom 
method, therefore, could Dewey more appropriately be the author than 
the problem method? The steps in this method he clearly outlined 
in his well-known volume How We Think. It requires little or no 
perspicacity to perceive that they are the same as in the scientific 
method. (1 ) The student must sense a difficulty. Preferably he must 
feel balked in some activity in which he is engaged so that the problem 
arises of how to restore its continuity. (2) Having once sensed a 
problem he must next explore and clearly define it. (3) Once the 
situation has been throughly surveyed and analyzed, suggestions will 
arise as to how the continuity of one’s initial activity can be restored or 
reconstructed into a more adequate form. (4) Next the student 
reasons out the implications of these suggestions. He dramatizes in 
his mind what the consequences of each suggestion would be if acted 
out. (5) Finally he tests the suggestion, hypothesis, or theory that 
seems most likely to achieve his ends by acting on it.* 

While the whole approach is novel, it is at the fifth step that 
Dewey makes his unique contribution to activity pedagogy. His 
deliberate provision in this step for physical activities in accord with 
the hypothesis selected both tests whether the implications theoreti- 

* Dewey, J., in National Society for the Study of Education, 33d Yearbook, 
Pt. II, The Activity Movement, pp. 81-86, Public School PubUshiug Company, 
Bloomington, III., 1634. 

* Dewey, in Monroe, loe. cit. 

’ Dewey, J., Democracy and Education, pp. 180-181, The Macmillan Company, 
New York, 1616. 

* For a fuller discussion of Dewey’s philosophy of education, see supra, pp. 
126-132. 

* Dewey, J., How We Think, Chap. 6, D. C. Heath and Company, Boston, 
1610. 
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cally suggested by the hypothesis actually occur and at the same time 
provides participation in an experience wherein the pupil can hardly 
fail to come to an understanding of the terms and materials involved. 
Here then Dewey affords a startlingly new reason for the activity 
program of the laboratory, the shop, and the field trip. More than 
just to exercise the senses, more than to know objects concretely or 
symbolically, and much more than to gain relief from academic 
routine, the pedagogy of activity is to learn truth by testing it. 

To many there has seemed to be historical kinship between the 
Hcrbartian five steps and Dewey’s five steps. Doubtless there are 
similarities, but the differences are much more important. Dewey 
himself put his finger on the strategic difference when he said, “the 
Herbartian method makes no reference to a difficulty, a discrepancy 
requiring explanation, as the origin and stimulus of the whole process.”' 
True, in the second step of presentation Hcrbart introduced new 
materials into the lesson but not so much as a problem as data to be 
assimilated in the next step of the method. To Dewey data are not 
“presented” in the normal life situation but dug up to .solve a problem. 
Furthermore, data are not formally assimilated in the presence of 
old data recollected in the first step of preparation but are something 
learned incidentally to overcoming the original discrepancy. No 
wonder Dewey concluded, “it often seems as if the Herbartian 
method deals with thought simply as an incident in the process of 
acquiring information, instead of treating the latter as an incident 
in the process of developing thought.”’ 

But the differences do not end here. A vast further difference 
lies between the Herbartian step of application and the Dewey step of 
testing, steps that superficially might look much alike. Application 
but puts to work a principle already known to the teacher and subtly 
insinuated into the children’s minds in the steps of assimilation and 
generalization. In the very nature of testing a hypothesis, however, 
the outcome is more or less precarious and uncertain. Under such 
circumstances the teacher can only offer advice and guidance as 
progress is made toward the solution of a problem. He can hardly take 
the central position in the classroom that the Herbartian teacher has 
always been able to command. 

So much for Dewey’s conception of the role of activity in clarifying 
understanding. In turning now to his conception of activity in moti- 
vating learning it will be seen that this phase of his thinking was not 
so novel. Yet even then, when portrayed against a background of the 

‘ Ibid., p. 204. 

•/bid. 
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Nationfd Herbart Society, where he read his now famous paper on 
Interest as Related to the Training of Will, his ideas were novel enough 
to provoke a great debate.^ Dewey found diiSculty ia Herbart's 
theory of interest because it treated feeling as an outcome or result of 
instruction, not as a phase of primitive impulse or feeling. For 
himself Dewey advised the teacher to motivate studies by making 
them instrumental to the pupil’s realization of his own natural pro- 
clivities. Hence, the teacher who realizes that interest is simply the 
inner zestful realization of outgoing energy will cleverly engage the 
child’s interest by building instruction on his native tendencies to 
action. 

Dewey is careful to caution the teacher not to be deceived into 
thinking that, because the child adopts certain external postures as 
those of attention or effort, he is necessarily interested. He also 
cautions against the artificial quality of schoolwork that has to be 
sugar-coated or “made” interesting, as be puts it. If instruction is 
calculated to enlist native drives, interest will be spontaneous and 
fictitious inducements or postures wilt be unnecessary. Furthermore, 
effort will flow much more freely if native impulses have been genuinely 
challenged than it will if effort is stimulated by a rational and unemo- 
tional appeal to duty. 

The problem method, as Dewey presented it, seems to have a very 
logical order of development. But interest, as he would have the 
teacher employ it, seems to indicate a more psychological order of the 
lesson. In Dewey’s thinking the logical and psychological are not 
opposed, however, but mutually dependent. To him there is no 
single invariant logical pattern to the lesson, as had been implied 
by the advocates of “general method” and by some advocates of 
the method of going from the simple to the complex. On the contrary, 
to Dewey logical order is a function of a person’s familiarity with the 
materials under consideration and the purpose for which he wants 
to use them. Naturally, therefore, a teacher will organize his field 
differently if he is conducting research from what be will if he is going 
to teach beginners. He wiU arrange it logically if he is planning to add 
new facts to the field but psychologically if he is interested in seeing 
how his own knowledge of subject matter may assist in interpreting 
and promoting a beginner’s needs and activities.* 

It finally remains to note how Dewey gave a social setting to his 
problem method. Discarding Froebel’s symbolism, he took a very 

‘ National Herbart Society, Yearbook, 1895, 2d supplement. 

* Dewet, J., The Child and the Curriculum, pp. 25-35, University of Chicago 
Press, Chicago, 1902. 
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common-sense view of the school as a social organism. Thus, he 
took the view, especially in his experimental school at the University 
of Chicago, that the school could prepare for future social life only 
when it was itself a miniature cooperative society. This point of 
view affected not only the grouping of children within the school but 
the bonds of the school to the family and the community as a whole. 
It was particularly noteworthy that in Dewey’s school the Pestalozzian 
objects and Froebclian formal gifts and occupations gave way to 
informal domestic and industrial activities taken from the community 
with which the children were already familiar, such as cooking, 
senung, and carpcntiy.^ In finding problems in these media children 
were given responsibility for selecting materials and using them in 
such a way as to accomplish plans conceived by them under the general 
supervision of the teacher. 

Dewey’s concepts of activity and the social process thoroughly 
permeated his attitude on the matter of classroom discipline. In the 
school he had in mind he expected that there would l)e move noise and 
disorder than in the conventional one. This did not trouble him, 
however. He believed that the standard of order where talking and 
moving about were done by cliildren engaged in finding ways and 
means to solve a common problem is bound to Iw different from where 
children sit silently at desks till ndoased by the teacher to do some- 
thing. In the latter case tlie teacher unhappily finds himself forced 
into a position where his standard of discipline requires him to be 
constantly on the alert against failures to conform to the school 
routine or rules. But in the former case the teacher’s time can be 
devoted to noting and encouraging positive habits of growth, for 
such rules as exist are made and enforced by the children themselves 
in order to expedite the work alt are interested in carrying forward. 

THK PROJECT METHOD 

New wine that Dewey’s problem method was, it was not always 
poured into new bottles. There were many conservatives who tried to 
make it serve the old formalism. They saw no reason why the 
problem method could not be usexi to teach the old problems of the 
traditional curriculum. Just when, at the end of the First World War, 
the problem method seemed on the verge of being ensnared by the 
old formalism, William H. Kilpatrick (1871- ) attempted to 

rescue it by reconstructing it as the project method. 

The idea of the project was not altogether original \vith Kilpatrick 

* Dewet, John, and Evelyn Dewet, Schools of Tomorrow, E. P. Dutton & 
Company, Inc., New York, 1915. 
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as it had already been in use in teaching courses in agriculture. There 
the project was an application on the farm at home of principles 
learned at school. As such, it had many of the characteristics of the 
problem. In fact, one might say it was a problem located in a concrete 
natural setting in such a way that the learner had to size up the situa- 
tion, conceive a plan of what needed to be done, devise ways and 
means of manipulating materials to execute his plan, and check the 
results. 

Seeing the vitality that the problem method possessed in the form 
of a project, Kilpatrick conceived of using the project as a much more 
general method of teaching than its narrow application had hitherto 
given it currency. In addition to extending its scope, he added a 
certain motivational character that has almost overshadowed its 
other characteristics. In his own words, he described the project as 
“any unit of purposeful experience, any instance of purposeful activity 
where the dominating purpose, as an inner urge, (1) fixes the aim 
of the action, (2) guides its process, and (3) furnishes its drive, its 
inner motivation.”* 

It is further interesting that Kilpatrick conceived of the teacher’s 
method as having a wide as well as a narrow aspect, a division, how- 
ever, that in no way corresponds to the old issue of general and special 
method. Kilpatrick’s distinction grew out of his psychology of 
learning, where he notes that learning hardly over occurs singly. 
Almost always there are what he calls “concomitant” learnings. 
Thus, while a child is learning arithmetic, he is also learning to like 
or dislike it, to be persistent or lackadaisical in Ids study of it, and to 
develop other similar habits and attitudes. The teacher who operates 
on this psychology will constantly have the wider aspect of method in 
mind as he teaches.^ In doing so he will readily be reminded of the 
old adage that the verb “to teach” takes a double accusative. The 
teacher does not simply teach arithmetic: he always teaches John or 
Mary arithmetic. 

The attention that Kilpatrick’s broad aspect of method called to 
attitudes and emotional dispositions served also to give added recogni- 
tion to another type of lesson that became increasingly popular in the 
twentieth century. This was the lesson that aimed at aesthetic 
appreciation. The problem-solving method was satisfactory in its 

‘ Kilpatbick, W. H., "Dangers and Difficulties of the Project Method and 
How to Overcome Them — A Symposium," Teachers College Record, 22: 283, 
September, 1926. 

’ Kiuatbick, W. H., Foundations of Method, Chaps. 8-6, The Macmillan 
Company, New York, 1625. 
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place, but many claimed that method in art emphasized emotional 
feeling rather than a problem-solving attitude of mind. Problems 
perhaps could be assigned in the classroom, but feelings, never. 
The essence of teaching appreciation, therefore, lies in having the 
teacher learn to reveal his own feelings to children in such a way that 
children will catch them by contagion. One of the most effective ways 
of spreading such contagion was through encouraging the children to 
be productive themselves, all the way from painting and dancing to 
composition and dramatization. 

THE tTNIT PLAN 

The way in which Kilpatrick emphasized the role of “inner urge ” in 
the prosecution of a project gave the method a great popularity among 
progressive educators, especially the group who have already been seen 
perpetuating the romanticism of Rousseau and Froebel in the current 
century. At the same time it was the very introduction of this roman- 
tic inner urge into what had hitherto been thought an excellent 
application of the problem method that made the project method 
unpalatable to many other educators, especially a group calling them- 
, selves "essentialists.” They conceded the attractiveness of a method 
predicated on the moral autonomy of the inner drive of the pupil, 
but they were skeptical as to whether teachers were adroit enough 
to preserve this autonomy and still bring children’s school achievement 
up to public expectations. The essentialists thought that essentials 
should be made a matter of habit as soon as possible and did not 
balk at authoritarian pressure by the teacher to hasten the desired 
outcome. 

In the decade following the appearance of the project method 
another procedure was put forward that lay somewhere between 
the teacher-centered method of Hcrbart and the pupil-centered 
method of Kilpatrick. This was the unit plan of Henry C. Morrison 
(1871- ), whose thinking was dominated by the idea that children 

should be taught so as to gain mastery of what they were studying. 
Hie formula for mastery was “Pretest, teach, test the result, adapt 
procedure, teach and test again to the point of actual learning.’’^ 

The units he selected for mastery were patterned somewhat after 
the concrete problems or areas of interest of the problem method. The 
method of pedagogical attack, however, at least as it was plaimed to 
operate in the teaching of science, was a combination of the Herbartian 
method with Dewey’s problem method. Elements of both are evident 

‘ MoaBiBON, H. C., The Practice of Teaching in the Secondary School, p. SI, 
Jniversity of Chicago Press, Chicago, 1931. 
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in the following Morrisonian five steps: exploration, in which the 
teacher through oral question, discussion, and even testing acquaints 
himself with the apperceptive base which the class already possesses 
for the work about to be proposed; presentation, in which by lecture or 
demonstration omitting details the teacher gives the main outlines 
of the unit to be studied in such a manner as to arouse interest in it 
and then tests to find out which students have not understood; 
assimilation, in which the student collects the detailed data from 
sources indicated by the teacher in order to come to a full under- 
standing of the unit; organization, in which the preceding two steps are 
carried to a point of a logical statement of conclusions; and recitation, 
in which the student presents either orally or in written form the final 
results of his work on the unit. 

THB SOCIALIZED RECITATION 

While Dewey’s doctrine of interest and his problem method were 
carried forward in the project method, and to a lesser degree in the unit 
plan, the social element in his method received chief elaboration in the 
socialized recitation. One trouble with the old recitation was the fact 
that the teacher dominated to such an extent that pupil spontaneity 
was crushed. The domination of the teacher was not only evident in 
a method of instruction like the Hcrbartian but also disclosed itself in 
the etiquette of the old classroom. There children were required to 
stand when the teacher entered the room and to address him as “sir.” 
Furthermore, the teacher’s desk dominated the classroom from a 
raised dais in front of the room. 

In the democratic era, which was blossoming in the first decades of 
the twentieth century, it became a problem how to make classroom 
teaching an occasion by which children would learn qualities of 
initiative and cooperation, which were so much in demand in a democ- 
racy. Obviously, some way had to be found to reduce the domina- 
ting position of the teacher without reducing his inherent authority 
so that pupil spontaneity would have an opportunity to develop. The 
thought occurred to some that this might be done by giving the 
children more responsibility for the recitation. Thus, in reciting 
children were taught to face the class rather than the teacher. Some- 
times, in place of the teacher interrogating the class, the children 
asked questions of each other. This was especially valuable w'here 
children in small groups had previously been working on different 
parts of the assignment. Some teachers, to reduce their own formal 
prominence still further, moved their desks to the side or even to the 
back of the room. 
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More formal schemes of socializing the recitation involved organiz- 
ing the class on the pattern of some political institution like Congress 
or a nominating convention. This attached a greater importance to 
each individual pupil so that he would be encouraged to participate 
more freely in class activity. Various forms of student government 
were especially useful here in improving the quality of school discipline. 
Success crowned this effort at the socialization of discipline in spite 
of the fact that William T. Harris, United States commissioner of 
education, had opposed the notion of a “school city” and the learning 
of civic functions by performing them. 

An exceptionally popular form of the socialized recitation was the 
instance where the class resolved itself into an informal discussion 
group. This has b<«n particularly useful for instruction in controver- 
sial issues from literature to politics and economics. Here the discus- 
sion technique has been given a great development. This technique, 
however, has grown into much more than a revival of the Socratic 
method* or the disputations of the Miildhs Ages.® The discussion 
technique is much more a group process than either of the earlier 
methods mentioned. The teaelu'r's method is diale.ctical, to be sure, 
but it aims to get creative responses on the part of the children and 
perhaps even some kind of conjoint group decision. 

INDIVinUAUlZED INSTUUt.TlON 

At the opening of the current centurj'' quite a diffei-ent indictment 
against the recitation method was the comjdaint that it made no 
allowances for individual differences, fa oral classroom instruction, 
as commenced by Pestalozzi and continued by Herbart, the exposition 
of the lesson was the same for all. This procedure, together with 
annual promotions, seemed to many forward-looking etlucators an 
insufferable educational lockstep. With the (mcouragement of educa- 
tional psychologists, who were just beginning to outline with exactness 
the contours of individual differences, a number of (ixperiments began 
to appear in the individualization of methods of instruction. 

Frederic L. Burk (18G2-1924) at the San Francisco State Normal 
School was the first to make any notable advance in solving the 
problems involved in permitting cliildren to proceed through school at 
individual rates of progress.* More notable and more widespread, 

‘ For B fuller discussion of the Socratic mo.tliod, see mpra, pp. 170-173. 

’ For B fuller discussion of the. disputBtion, sec supra, pp. 179-180. 

• For the treatment of individual dilTprenccs as a problem of educational 
administration where the method of instruction remains unaffected see infra 
pp. 395-401, 423. ’ 
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however, was the Dalton plan inaugurated by Helen Parkhurst 
(1887- ), in some places known as the “contract” plan. Under 

this plan the teacher made a contract with the pupil in which the latter 
undertook an assignment in his various subjects which would run for 
several weeks. Having undertaken it, the pupil was free to budget 
his own time in completing the contract. His only limitation was 
that he could not receive another contract until he had finished every 
part of the one on hand. Group activities were not neglected, but 
it was the individualization of method that caught professional 
attention. Under this plan classrooms became laboratories or 
conference rooms and teachers became consultants.^ Meanwhile, 
children were put on their own initiative and resources in a way far 
surpassing the old recitation method of the nineteenth century. 

Another plan that received widespread attention was that insti- 
tuted at Winnetka, Illinois, where the superintendent had earlier 
been under the influence of Burk. The Winnetka plan recognized that 
children proceed at different rates but also that the same child proceeds 
at different rates in different subjects. Consequently, diagnostic tests 
were given each child to tletenninc what goals and tasks he should 
undertake. When, after working at his own rate of speed, the child 
thought he had accomplished his goals, he took a self-administered 
test to sec whether he was ready for testing by the teacher and for 
undertaking of new goals and tasks. The Winnetka plan emphasized 
group activities even more than did the Dalton plan, for it devoted 
half of both the morning and the afternoon to such group activities 
as plays, music, self-government, and open forums.® 

SUrKHVISED STUDY 

With all the emphasis various modern methods have laid on the 
initiative and self-reliance of the pupil, it has become increasingly 
evident tliat there is a vast difference among children in their study 
habits. This is due as much to differences in home provision for study 
as to differences in mental capacity. Some children have individual 
rooms in which to study, but most do not. Some have moral encour- 
agement from their parents, but many do not. Few, if any, children 
have habits of study that could not be improved. To remedy these 
deficiencies, study periods in study halls were provided. Later, a long 

' Pabkhurrt, II. H., Education on the Dalton Plan, George Boll & Sons, Ltd., 
Ijondon, 1922. 

* National Society for the Study of Education, 24th Yearbook, Pt. II, AdapliTig 
the Schools to Individual Differences, pp. 77-82, Public School Publishing Company, 
Bloomington, 111., 1925. 
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classroom period was arranged so that part of it might be devoted 
to the recitation and the other part to study under the supervision 
of the teacher. In addition, a literature appeared with explicit 
instructions on how to attack the lesson and make it part of one’s 
experience. The first text on how to study followed more or less the 
lines of Dewey’s problem-solving technique.^ 

NEW MATEKIALS OF INSTRUCTION 

Not least among twentieth-century materials and devices for 
improving instruction were the motion picture, radio, and phonograph. 
Although it is too early to assess the educational value of any of these, 
there seems little doubt that the introduction of the motion picture 
has opened up the possibilities of a far greater advance beyond con- 
temporary methods of instruction than did Comenius’s Orbis pidus 
in the seventeenth century. Down to the middle of the present 
century these new instruments of method were chiefly developed for 
amusement purposes. Consequently, all three instruments still stood 
on the threshold of their adaptation to education. Perhaps this was 
least true of the motion picture, as witness the excellent instructional 
uses to which it was put by the Army and Navy in training officers and 
enlisted personnel for the Second World War. 

> McMtobt, F. M,, ffow to Study, Houghton Mifflin Company, Boston, 1909 
This pioneer volume was later superseded by A. L. Hall- Quest, Supervised Study 
The Macmillan Company, New York, 191G. 



CHAPTER IX 

CURRICULUM 

Outcroppings of curriculum evolution appear at many points in 
these pages. Hardly a major change has occurred in the underlying 
factors conditioning education that has not made an impress on the 
form and content of the curriculum. This is true whether the factor 
be political, economic, philosophic, or scientific. ‘ So far, however, no 
systematic account has been given of curriculum development in 
general. Such an account could cover so vast a part of educational 
history that, in undertaking it, it is necessary at the outset to place 
some limits on it. Obviously, it will be impossible here to give 
extended consideration to each subject that has at one time or another 
been included in the curriculum of either formal or informal educational 
agencies. Space can be afforded here only for subjects that have 
shown perennial and enduring interest to curriculum makers. And 
even among these there is one, religious and moral education, which has 
exercised such an important inftuence in the curriculum that it must 
be considered in a separate chapter.' Again, which subject or which 
parts of subjects are most appropriate to different rungs of the educa- 
tional ladder is a matter of detail that it seems better to reserve for the 
individual accounts of elementary, secondary, and higher education.* 

In the area that remains, what arc the persistent problems that 
tend to recur again and again? Doubtless the principal problem 
raises the question: How shall the curriculum be selected? Shall it be 
according to conditioning sociological factors of nationalism, form of 
government, methods of making a living? According to theories 
of the nature of man, of the way in which he learns? According to 
the aims of education? A closely allied problem raises the question: 
How shall one define the curriculum or conceive its nature? Shall it 
be conceived in terms of mental discipline or socially useful habits? 

ORIGIN or THE "tRADITIONAI/” CURRICULUM 

If one goes back in history far enough, it is probably safe to say 
that he will nearly always find that the curriculum has had a functional 

* See tupra. Chaps. II-VI. 

' See infra, Chap. XI. 

* See if^ra. Chaps. XII-XV. 
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genesis. Whether one goes back to the Egyptians, the Babylonians, 
or even the ancient Chinese, the story is likely to be the same — the 
curriculum, whether formal or informal, took its origin in the daily 
activities of the people. Each succeeding generation, in order to 
become competent to assume the tasks of adults, had a particular 
curriculum of training to undergo. The would-be artisan had his 
craft to learn, the warrior skill at arms, and the priest his arts and 
sciences. This concept of functionalism was put very laconically 
by Agesilaus, king of Sparta, who, when asked what he thought most 
proper for boys to learn, rt!plied, what they ought to do when they 
come to be men. 

The civilization whose culture, handed down through the curricula 
of succeeding centuries, has continued to function most perennially in 
contemporary life is that of the Greeks. They it was who not only 
literally created some of our principal current subjects of instruction 
but who also worked out a functional curriculum that for inclusivencss 
and balanced proportion has rarely l)een eijualed in subst'.quent 
educational liistory. This curriculum combined the intellectual, 
physical, moral, and aesthetic a.spects of life in a most unusual degree of 
harmony. 

On the intellectual side the Greeks laid the basis for what have 
ever since come to be known in the curricula of the world as the seven 
liberal arts. It v\ill be well here to divide their consideration, as was 
later dune, un<l(!r the headings of the trivium and the quadrivium. The 
former was composed of grammar, rhetoric, and logic — or dialectic as 
the Greeks and medievalists called it. I’his trivium, or trio of subjects, 
had its genesis in the daily civic life of the Greeks, especially the 
Athenian Greeks. Being democratically inclined, this great people 
tended from eai'ly times more and more to manage its civic affairs 
through the medium of public dLscussion. In order to speak more 
effectively in public assemblies men soon found it profitable to analyze 
literary practice so that it yielded up its secrets of structure, motiva^ 
tion, and cogency. Thus, it was to teachers like the Sopliist Pro- 
tagoras (481—111 B.c.) that long generations of school children owe 
thanks for inaugurating the linguistic discipline of grammar. It 
was he who early taught men to be more precise in their speech by 
recognizing its parts, naming them, and defining the rules of their 
usage. What Protagoras did for granunar, Plato (427-347 b.c.) and 
more particularly Aristotle (384—322 b.c.) did for dialectic, and still 
others for rhetoric. 

The genesis of the trivium — grammar, rhetoric, and logic — ^was not, 
however, exclusively justified by its political usefulness. The Greeks 
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also saw these three disciplines as the tools by which the teacher, like a 
sculptor, might shape the soul or intellect of the child according to the 
inherent law of its own structure. Plato, for instance, made dialectic 
fundamental in the curriculum, not just to gain a decision in debate 
or even to elucidate some particular truth, bul^ rather because it was 
basic to the intellectual comprehension of any truth whatsoever. 
Indeed, in the course of subsequent centuries it was this insight, that 
the triuium stated the laws of the mind its('lf, which be(!aine the pre- 
eminent and perennial justification for its inclusion in the curriculum. 

The quadrwium, the other division of the early intellectual 
curriculum, was composed of arithmetic, geometry, astronomy, and 
music. Of these the two branches of mathematics were regarded 
most highly. Their practical value in the various crafts and in domes- 
tic economy, of course, spoke for itself. But Plato saw an even wider 
significance for mathematics in that it sharpened the mind; in fact, 
even students who were slow at mathematic.s, he thought, “have their 
general intelligence much increaswi by studying it.”^ Perhaps best 
of all, mathematics enabled one to reason in the abstract without 
reference to concrete reality and thus led one most directly to the realm 
of true being. But such a reason for studying mathematics was too 
unrealistic for one of the pupils of the great geometrician Euclid. 
Constantly import.uned by this pupil to show the practical value of 
his subject, Euclid finally told his servant to give the pupil a small 
coin and bid him begone. 

In addition to astronomy I^-thagoras (580-500 b.c.), formulator 
of the Pythagorean theorem in geometry, Avished to include such 
other sciences in the curriculum as geography, physics, and medicine. 
Yet, despite the functional value of astronomy in keeping track of 
time and of the seasons, the scientific aspect of the quadrivium never 
loomed very large in the educational thinking of the Greeks. The 
pursuit of science involved the study of concrete objects and so had to 
employ the senses as well as the intellect. But the senses were 
notoriously inaccurate reporters of the truth because the concrete 
reality they reported was guilty of accidental variations in representing 
undeviating archetypal ideas of ultimate truth in the abstract.’ 
Therefore, offset from pure being, the sciences and their study were 
doomed to a position of secondary importance in the curriculum till 
the rise of modem science in the sixteenth and seventeenth centuries. 

‘ Freeman, K., Schools of Hellas, pp. 106-107, The Macmillan Company, 
London, 1922. 

* For a more complete exposition of the underlying educational philosophy 
here, see supra, pp. 101-102. 
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This early inequality in the relative importance of the trwium and 
gnadrivium, linguistic and scientific studies, Humanism and natural- 
ism, received endorsement from Socrates (469-399 b.c.)> at least as 
reported by Plato. When twitted by Phaedrus for never venturing 
outside the walls of Athens, Socrates retorted, “I am a lover of knowl- 
edge, and the men who dwell in the city are my teachers, and not the 
trees, or the country.”^ 

The preference for the trwium over the quadrwium, except for 
mathematics, ultimately sprang from a dualism between mind and mat- 
ter. This dualism in turn pointed to a further dualism between mind 
and body. And yet, in spite of the implications of this dualism, the 
Greeks were great believers in physical education. Bodily appetites 
or faculties might be inferior to mental ones, but they were not to be 
neglected. Nor were they neglected by the Greek masses. Indeed, 
there was a constant danger among the Greeks of an overemphasis on 
physical training leading toward athleticism and professionalism.^ 

The curriculum of Greek physical education consisted of a number 
of notable games, which reached their highest point of development 
in the pan-Hellenic Olympic festival, a festival still celebrated in the 
modern world of sport. The principal games at wliich the Greeks 
exercised were running, jumping, wrestling, boxing, and throwing 
the javelin and discus. Originally these games had a functional 
military significance; javelin throwing, for instance, definitely pre- 
pared for war. In the course of time, however, the Greeks came to 
play these games for moral and aesthetic ends as well as for military 
ones. In fact, maintaining physical fitness came to be secondary 
to the development of strength of character through learning fortitude 
and endurance. So firmly did the Greeks believe that the practice of 
their sports strengthened resolution and will power that they were more 
than half convinced that physical beauty was an index of moral beauty. 

While the Greeks viewed physical exercise as the antidote for 
indecision and weakness of character, they also recognized that there 
could be too much as well as too little training in sports. Excessively 
strenuous physical education, Aristotle thought, tended to brutalize 
the young just as too little made them soft and effeminate. Modera- 
tion, therefore, was to be the rule. The Greeks, furthermore, sought 
proportion not only between too much and too little sport but also 
between the sports. Thus, they reserved their greatest prtiise for 

> JowBTT, B., Works of Plato, vol. 3, pp. 383-384, Tudor Publishing Co., New 
York, ii.d. 

• Woody, T., “ProfeBsionaJism and the Decay of Greek Athletics,” Sdiaol and 
Society, 47: 521-C28, AprU, 1938. 
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the all-round athlete, the man who not only had the well-developed 
legs o^ the runner but also the well-developed arms of the javelin 
thrower. Of all the sports probably the one most favored was wres- 
tling because more than any oth^ it afforded a balanced development 
of the whole body. 

Just as the aesthetic quality of Greek education demanded balance 
and proportion between the activities of physical education, so too it 
demanded the same relation in the curriculum between physical educa- 
tion and intellectual education. The subject, perhaps, on which the 
Greeks most relied to mediate this proportion was music. Music 
has already been mentioned as one of the quadrioium, but as yet no 
explanation has been offered of its entry into the curriculum. To 
the Greek, music was essentially rhythmic. It was involved not only 
in learning melodies on the lyre and the lute but also in the dance and 
in the lyrical aspect of literature, especially poetry. Music was thus a 
sort of common denominator of the physical and intellectual aspects of 
education and imparted to both a sense of its own rhythmic symmetry 
and harmony. 

While the Greeks fully realized that one could learn to appreciate 
music without learning to play it, nevertheless they favored a child’s 
taking up an instrument just so long as he did not practice it too much. 
To spend too much time on an instrument would be just as reprehen- 
sible as to spend too much time at sport. To achieve professional 
competence in cither was to vulgarize oneself and to debase the liberal 
quality of education.' The moderation advocated in time spent at 
practice Aristotle also extended to the kind of tunes played. Here he 
definitely preferred restrained melodies rather than tumultuous ones. 
The advantage to be gained in learning to play music as well as to 
appreciate it lay, as Aristotle also said, both in being able to amuse 
oneself and in being able to judge the playing of others. Plato, on 
the other hand, thought music was more important for its contribution 
to virtue. 

Of the four aspects of Greek education — ^intellectual, physical, 
aesthetic, and moral — ^the moral was far from being the least impor- 
tant. Without trespassing on the more extended account of moral 
education reserved for treatment elsewhere,* it may be wise to point 
out here how harmoniously moral instruction was blended with other 
aspects of the curriculum such as musical and physical education. 
Morals, especially under the Sophists, were taught as a separate 
discipline but never without reference to their effect on the whole man. 

‘ For a fuller diacusaion of liberal education, see infra, pp. 474-484. 

• Infra, Chap. XI. 
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Finally, there was one interesting contradiction in the Greek 
curriculum that profoundly affected all curricula subsequently pred- 
icated on Greek culture. The Greek curriculum neglected vocational 
education and that in spite of the fact that the Greeks waxed exception- 
ally prosperous from industry and trade. The reason for this con- 
tradiction is not far to seek. Greek industrial arts wore too closely 
connected with the ancient institution of slavery and therefore were 
unable to escape a servile stigma for the freeman. Moreover, their 
pursuit deprived a freeman of the leisure necessary to exercising at the 
gymnasium, or palaestra, and to performing the duties of citizenship. 
All this is to say nothing of the further sedentary nature of many 
crafts, which tended to stoop the spine and prevent the realization of 
an aesthetically well-formed b<jdy. Yet, while vocational education 
found no recognition in the formal curriculum of Greek schools, 
it was cared for informally through apprenticeship.' In fact, one of 
the laws of Solon exonerated children from failing to support their 
parents in the latter’s old age if the latter had not taken the pains 
to bring their children up in a trade.® 

The curriculum that was good enough for the Greeks was, on the 
whole, good enough for the Romans, too. Dedicated to the educa- 
tional ideal of the orator,® the Romans found the Greek studies of 
grammar, rhetoric, and logic especially to their liking. In borrowing 
these arts from the Greeks, the only addition to the curriculum that 
the Romans had to make was the study of the Greek language itself 
in order to unlock its treasures. Under the title of grammar, thus, 
the Roman boy was expected to read widely not only in his mother 
tongue but in a second tongue as well. In this way, bilingualism 
made a recognized entry into what in modern times came to be known 
as the “traditional” curriculum. 

CHRISTIAN INFI.UENCK IN THE CTTBRICUI-UM 

While the preoccupation of the Romans with the trwium of gram- 
mar, rhetoric, and logic did not lead them to omit the more scientific 
studies of the qiwdrivium or to be insensitive to the moral and aes- 
thetic content of the curriculum, it did lead them to the relative neglect 
of these elements. The failure of the curriculum to strengthen moral 

* Anderson, L. F., “Some Facts Regarding Vocational Training among the 
Ancient Greeks and Romans,” School Review, 20: 191-201, March, 1912; W. L. 
Westermann, “Vocational Training in Antiquity,” School Review, 22 : 601-610, 
November, 1914. 

* The Jewish parent was enjoined to teach his son a trade as well as the Mosaic 
law. Note that Jesus was a carpenter and St. Paul a tentmaker. 

* For a further development of the ideal, see supra, p. 5. 
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fiber became particularly glaring toward the end of the Roman 
Empire, when both public and private virtue fell to their lowest levels. 
There is no telling how much further moral disinte^ation would 
have gone had it not been for the stabilizing effect of Christianity. 

While even a facade of Roman culture mmained, the effect of 
Christianity on the traditional curriculum was slow to make itself felt. 
With the collapse of Rome and the emergence of the Catholic Church 
in the Middle Ages as the strongest force for social stability in the 
Western World, religious and moral materials gained an ascendancy 
in the curriculum. These materials consisted largely of the catechism, 
psalmody, and the w'ritings of the early church fathers. In fact, so 
preoccupied did Christiana become with the expectation of an early 
end of the world and the second advent of Christ that the curricula of 
Christian schools concentrated on religious and moral studies to the 
neglect and often positive exclusion of former secular ones. 

Physical education, for example, gave way to asceticism. Monks, 
if not knights, reasoned; Why cultivate the body when it is the seat of 
the baser appetites and when, on account of its material nature, it 
fails to survive death as does the immaterial soul? Far from develop- 
ing the body, therefore, the Middle Ages tended to suppress and curtail 
its natural propensities. Again, the liberal arts of grammar, logic, and 
rhetoric all but disappeared under the uiterdiction of the more zealous 
religious leaders. Feared for the strength they lent to pagan phi- 
losophy, these subjects not only fell into disuse but were actually 
avoided. Where they did survive in spite of aggressive opposition, 
they took such epitomized and abbreviated form in the digests of the 
time that it was difficult to recognize their former glory. 

Only toward the end of the Middle Ages did churchmen come to 
appreciate that the strength of the old Greco-Roman trwium could be 
captured as an ally for Christian philosophy as well as pagan. Con- 
sequently, they gradually conceded space in the curriculum to gram- 
mar and particularly to logic. But even so the curriculum of Christian 
schools remained narrowly religious and moral. In fact, so long did it 
retain tliis narrowness that Francis Bacon (1501-1026), that early 
herald of the scientific method, criticized it severely not only for 
sticking so closely to logic but for limiting itself to Aristotle at that. 
Contrary to Socrates, Bacon seems to have had a higher regard for a 
curriculum based on nature than for one based on the mind of man, 
“For the wit and mind of man,” he wrote, “if it work upon matter, 
which is the contemplation of the creatures of God, worketh according 
to the stuff, and is limited thereby; but if it work upon itself, as the 
spider worketh his web, then it is endless, and brings forth indeed 
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cobwebs of learning, admirable for the fineness of thread and work, but 
of no substance or profit.”^ 

RISE OF THE HUMANITIES (CLASSICS) IN THE CURRICULUM 

The balance between the intellectual, physical, aesthetic, and 
moral aspects of the curriculum was not restored till the period of the 
Renaissance, which extended roughly from the fourteenth to the six- 
teenth century. In fact, the ideal of a weU-rounded curriculum 
had so dropped out of sight during the Middle Ages, when trade and 
commerce and large-scale civil administration were at a standstill, 
that it was all but forgotten. Nor was the ideal remembered again till 
political and economic conditions in Europe approximated the sort 
that sustained it earlier in Greece and later in the heyday of the Roman 
Empire. Such conditions first appeared in the cities of northern 
Italy. There the revival of trade and commerce again made possible 
stable political life and gave rise to a wealthy and leisured class of 
people for whose sons the narrow curriculum of the Middle Ages no 
longer possessed particular functional value. The attention of these 
young men focused more and more on mundane affairs and less and 
less on the supermundane, as had been the case in the medieval 
period. In the light of this more secular reorientation they had to 
seek new educational criteria for the life well spent. 

It was only a matter of time till scholars like Petrarch (1304-1374) 
rediscovered such criteria in the literary remains of Greece and Rome, 
the manuscript evidence of which had to be literally recovered from 
medieval garrets and forgotten scrap heaps. In the culture of these 
civilizations men found a measure of life so superior and so far in 
advance of the times in which they themselves lived, that the study 
of what the Greeks and Romans had thought and done became an 
all-absorbing vogue among the people of the Renaissance. But the 
account of this thought and action was locked in a purer Latin than the 
corrupted tongue of the Caesars inherited from the Middle Ages and 
was even more securely locked in Greek, which was almost unknown 
in Italy at the time. Quite logically, therefore, the study of Latin 
and Greek became the condition precedent to a life of culture and 
refinement. Because it required centuries for the Renaissance world 
to catch up with the excellence of the Greeks and Romans in arts, 
letters, and science, Latin and Greek held undisputed sway in the 
curriculum of the better schools down to the very opening of the 
twentieth century. 

‘Bacon, F., The Ad«aneemcn< Learning, pp. 31-32, Ginn and Company, 
Boston, 1904. 
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Latin and Greek did not supplant the ancient trwium; they 
merely became the medium through which grammar, logic, and rhetoric 
were taught — and for the same reason, to form the mind. Jhis central 
position of the classics also earned them their older and mote perennial 
name of the “humanities.” Since mind, according to Aristotle, 
was the unique excellence of man,' and since the classic languages had 
peculiar value in forming the mind of man, “therefore,” wrote 
Battista Guarino (1434^1513), a Renaissance educator, “our fore- 
fathers called them ‘ humanHaa' the pursuits, the activities, proper to 
mankind.”* 

It may appear that the Renaissance curriculum was as one-sided in 
its emphasis on the humanities as the medieval one was in its stress on 
religion and morals. This, however, was not intended to be the case. 
The intention, rather, was that the Humanistic curriculum should give 
the same well-rounded training as the classical literatures portrayed 
for Greco-Roman youth. That the Humanistic curriculum was 
headed in this direction is borne out by the «.im that governed it, the 
development of sapiens atgue eloguens pietas, wise and eloquent piety.* 
This popular Renaissance clichd indicates attention to three of the 
four important aspects of the Greek curriculum, the intellectual 
(sapiens), the aesthetic (eloguens), and the moral (pietas). Add to 
these the fact that the courtier, the educational idecJ of the period,* 
was expected to become proficient in such manly exercises as fencing, 
swimming, wrestling, and horsemanship and one has before him again 
the traditional ideal of a balanced and well-proportioned curriculum. 

To the foregoing might also be added training in polished manners. 
In part, this training was but a portion of the Renaissance heritage 
from Greek and Roman culture. The chief points in manners that 
Greco-Roman youth were taught to observe were modesty and rever- 
ence. Greek youth, for example, were taught never to ait in the 
presence of their elders, who themselves rarely sat because to do so was 
the mark of a slave. In part. Renaissance training in politeness was a 
legacy from the medieval training of chivalry. In order to become a 
knight the young squire had to learn the etiquette of proper deport- 
ment in the presence of ladies as well as chivalrous conduct toward an 
opponent in battle. During the Renaissance the code of chivalry 
gave way to the conduct of the courtier, and this in time merged with 
the manners of the gentleman. 

• For a fuller exposition of this theory of man, see rupra, pp. 103-104. 

• Woodward, W. H., ViUorino da FeUre and Other Humanist Educators, p. 177, 
University Press, Cambridge, England, 1897. 

• For further discussion of this education aim, see sujtra, d 9 

*Ibid. 
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Among the intellectual etudies the trinum was still preeminent. 
If logic was somewhat less important than it had been during the 
medieval period, rhetoric, which had been relatively neglected then, 
was now restored to the importance it formerly enjoyed. But more 
important than either logic or rhetoric during the Renaissance was 
grammar. The Italian, Vergerius, (1370-1445) declared grammar to 
be the foundation of every other subject,* and Guarino opined that 
unless grammar be thoroughly learned the house of knowledge is 
built on treacherous ground. The qtiadTwium,, if any thing, enjoyed 
a somewhat lower esteem than it did among the Greeks. This is an 
almost startling statement when one stops to realize that the late 
Renaissance is the beginning of the period of great scientific discovery. 
This was the time of Galileo and Columbus, of Copernicus and Kepler, 
and yet none of these men was prepared for his great discoveries by 
any science he learned in the schools. 

In examining the Humanistic curriculum more closely from the 
moral and aesthetic points of view, it appears that its aesthetic 
potentialities received more attention south of the Alps while its moral 
resources roused more enthusiasm north of them. To the south in 
Italy the humanities were the means of enjoying life more fully. 
The style of the ancient masters in poetry and prose was the special 
object of study. Boys used these masters as models for improving 
their own oral and written speech. The grace sought in 8p>ccch was 
also sought in deportment of the body. Dancing as part of the curric- 
ulum of the courtier, however, held a somewhat doubtful status 
since there were “divines” even in that day who were apprehensive 
that dancing might be injurious to a young man's virtue. 

To the north of the Alps, especially in Germany, the Humanistic 
curriculum was a means to religious and social reform. What caught 
the imagination of the northern European in Greek and Latin litera- 
ture was not so much the elegance of its style, though that was still 
important, as the critical and independent quality of mind revealed 
there. With an increasing number of minds trained to a fine edge of 
discrimination by wide reading of classical authors, Germany almost 
inevitably became the spearhead of the Protestant Reformation. 
Critical minds grew impatient with religious and social abuses and 
consequently demanded their reform. Participation in this reform, 
which in the centuries ensuing spread from religion to poUtics and 
economics as well, required training through a curriculum drawn from 
Christian and pagan sources and rich in its comprehension and analysis 
of human values. 

I Ibid., p. 107. 
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DECLINE OF THE HUUANIBTIC CURRICULUM 

At the height of the Renaissance there can be little jdoubt that 
the classical, or Humanistic, curriculum of Latin and Greek had a 
high functional value. The study of these anojent tongues had such 
undisputed vitality that students needed no artifical inducements 
from the teacher to learn them. In the post-Renaissancc period this 
happy pedagogical state of affairs began to deteriorate. As more and 
more students were attracted to the study of the humanities, it was 
almost inescapable that a larger and larger number appeared who 
lacked the native ability and aptitude to master the culture implicit 
in them. Consequently, teachers, among whom, too, a greater and 
greater proportion was undoubtedly inadequate, felt the task too 
great to teach an intimate understanding of classical culture and 
therefore contented themselves when they succeeded in teaching just 
the classical languages alone. A satisfactory understanding of 
language, however, waited on a thorough study of grammar. Hence, it 
was not long before teachers were contenting themselves with a job 
well done if they succeeded in teaching just Latin or Greek grammar. 
Further, Latin and Greek grammatical usage was not all of equal 
merit. Therefore, teachers narrowed the Humanistic curriculum 
still further by confining themselves to just one author as a model, 
Cicero. Paradoxically enough, in this cfTort to keep the content of 
the curriculum as pure as possible, the humanities reached the lowest 
and most barren stage of their degeneracy. 

More fundamental sociological factors were also at work to account 
for the decline of the humanities in the cuniculiun. Although culti- 
vated Latin long remained the language of scholarship and diplomacy, 
of the Church and the courts, it was not long in meeting keen eompeti- 
tion from the vernacular tongues. Kings, in their endeavor to build up 
national states at the expense of the former feudal nobility, found the 
encouragement of the vernacular tongue a strong aUy of national 
cohesion. Much later in the eighteenth and nineteenth centuries 
the democratic and industrial revolutions with their emphasis on the 
common man so elevated the importance of his vernacular as to 
encroach even more ominously on the monopoly of the humanities 
as the main avenue to culture. Moreover, the humanities suffered 
from refusing to move and make room in the curriculum for the great 
advances made in science during the seventeenth and eighteenth 
centuries. 

In spite of the way in which these powerful underlying forces were 
slowly but surely changing the face of the curriculum, Greek and Latin 
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managed by the very weight of their long-standing prestige, if by 
nothing else, to maintain top rank in the curriculum. This example 
oi cultural lag in the curriculum prompted two different reactions. 
One was to accept the fact that the content of the classics was defi- 
nitely outmoded but to justify their continued inclusion in the curric- 
ulum on the ground of their disciplinary value. The thought here was 
that close application to a highly inflected tongue with a complex 
Gryntax like Greek or Latin would yield beneficial results even if the 
content of those languages did not. 

But here it must be noted that the disciplinary theory of forming 
the mind through literary studies was quite different from the classical 
theory of forming the mind. The classical theory sought to form the 
mind through its mastery of a worth-while content of subjects like 
grammar and logic, which were thought to state the very rules of 
mental operation. The disciplinary theory, on the other hand, 
cared little about the content of the curriculum so long as it was diffi- 
cult enough to breed habits of persistence and industry, memory 
and reasoning. As evidence of this fact stands John Locke (1632- 
1704), great English educational essayist, who thought mathematics 
quite superior to Latin as the whetstone of the mind.* 

There was nothing especially new about the disciplinary theory of 
the curriculum. Although it perhaps received classic exposition in the 
seventeenth, eighteenth, and nineteenth centuries, it was at least as old 
as China. At a very early date a difference had grown up there, 
too, between the literary language of scholars and the vernacular 
language of the common folk. There was also a time when Jewish 
youth had been plagued by the requirement that they study the 
Pentateuch in a Hebrew dialect that was already archaic. And even 
the Romans, in taking over the culture of the Greeks, had taken 
occasion to justify certain elements of it as disciplinary long after their 
original applicability to Roman conditions of life had worn thin. 

The other reaction to the cultural lag manifested by Greek and 
Latin in the post-Renaissance period was to try to make the curriculum 
more realistic. This realism itself took several forms. One was that 
advocated by John Milton (1608-1674), the great English poet and 
author of the Tractate of Education. Holding that no nation had 
sufficient experience in its own past on which to predicate the education 
of its youth, he took the view that it was necessary to supplement such 
a limited background by including languages describing the unique 
experience of other civilizations. But in going back to the literatures 

* For a psychological account of the disciplinary theory of learning, see supra, 
pp. 13Q-141. 



CUHBICULUM 


261 


of Greece and Rome Milton insiated that selections be made which had 
a definite functional bearing on the times in which he lived. This 
view is often called "Humanistic realism.” It had little affect, how- 
ever, for the tide of social events had already set too strongly against 
the humanities in their old form. 

Another realistic approach to the curriculum has gone under the 
title of “social realism.” The French essayist Michel de Montaigne 
(1533-1592) was perhaps the foremost exponent of this revision of the 
curriculum. Thoroughly schooled in the humanities himself, he 
favored their continued incorporation in the curriculum but in a 
subordinate position to travel and social contact. His view is well 
epitomized by the couplet 

How much the fool that’s sent to roam 

Excels the fool that stays at home. 

Hence by going abroad and rubbing elbows with men in diverse 
cultures Montaigne hoped to infuse a realism into the traditional 
curriculum that had been sadly lacking. 

It will be well at this point to postpone for a moment the considera- 
tion of a third and more radical type of realistic reconstruction of the 
curriculum, that based on “sense realism,” and instead to say a word 
about the effect on the traditional curriculum of an eighteenth-century 
move to revitalize Humanism known as “Neohumanism.” Neo- 
humanism differed from the Humanism of the preceding centuries in 
its greater attachment to Greek. Hitherto, the Humanistic curricu- 
lum had been primarily a Latin curriculum; Greek had been of dis- 
tinctly secondary importance, having been taught principally as a 
means of reading the New Testament in its Greek original. In the 
eighteenth century, however, the importance of Greek in the curricu- 
lum was made to rest upon the ideal of life it afforded, the serenity of 
this ideal when confronted with the inevitable limitations of life, and 
the central position it accorded to free intelligence in achieving a 
symmetrical development of the individual within these limits. 

Perhaps Neohumanism had its chief effect on the curriculum in the 
nineteenth century. The importance, for instance, that the great 
German educator Johann Friedrich Herbart (1776-1841) attached to 
Homer’s Odyssey as a vehicle for moral education undoubtedly stems 
from the influence that Neohumanism had on him. Later in the cen- 
tury, William Toney Harris (1835-1909), one of the most outstanding 
of United States commissioners of education, returned to the old Greek 
view of the importance of grammar in the curriculum. “Grammar,” 
he wrote, “ opens to the child his view of the inner workinp of the mind 
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of the race, and helps him insofar to a comprehension of his own spirit- 
ual self.”* 

The hypodermic of neohumanism wore off too rapidly for all but a 
relatively few select minds among most student bodies. Before the 
nineteenth century was out many teachers were again depending 
heavily on the disciplinary value of the classics for their justification. 
But in the twentieth century they were deprived of even this long- 
standing stimulant. By controlled scientific experiment Edward L. 
Thorndike (1874- ), leading American educational psychologist, 

cast grave doubt on the chief tenet of the disciplinary theory, namely, 
that such powers of concentration, memory, and reasoning as are 
developed by the study of Latin or Greek are automatically available 
for other studies like history and mathematics or for any professional 
or vocational choice a student might make.‘ Friends of the c]assic.s 
fought and ridiculed this scientific evidence in vain. In the well- 
subsidized and carefully conducted Classical Investigation,^ the results 
of which were published shortly after the First World War, supporters 
of the classics finally conceded that the disciplinary theory must be 
discarded or at least seriously qualified. If they were to have a leg 
left to stand upon, they would have to teach the classics better and for 
more functional reasons. As a result of the report much progress took 
place in just this direction, particularly in the attractiveness of text- 
books. Yet, though large numbers continued to study the classics, the 
percentage continued to decline. 

EMERGENCE OF SCIENCE IN THE CURRICULUM 

It is necessary now to return and consider the more radical recon- 
struction of the curriculum suggested by the sense realists of the seven- 
teenth and eighteenth centuries. The sense realists derived their 
name from the fact that they laid great store by knowledge predicated 
on sense experience. Prior to the sixteenth and seventeenth centuries 
most knowledge in the curriculum was verbal and based on the author- 
ity of the ancients, for the most part on the authoritative word of 
Aristotle. Good early scientist that ho was, Aristotle made many 
inferences about the nature of things according to what the end or 
purpose of each might be.‘ In the seventeenth and eighteenth cen- 
turies dependence on sense observation rather than speculative purpose 

* Harris, W. T., Psychological Foundations of Education, p. 322, D. Applcton- 
Century Company, Inc., New York, 1898. 

* For a psychological account of this study, see supra, p. 154. 

* Princeton University Press, Princeton, N.J., 1924. 

* For a fuller account of the philosophy involved here, see supra, pp. 103-104. 
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revealed that many of Aristotle’s conclusions stood in need of revision. 
From tiying to anticipate nature, as ancient science had endeavored to 
do, modem science turned to foUowing nature as her humble aervant. 

Enthusiasts for the new method of investigating nature through 
the senses, like the Englishman Francis Bacon, and the famous 
Moravian educator Johann Amos Comenius (1692-1670), saw visions 
of a new encyclopedic curriculum largely reconstructed by science. 
An encyclopedic curriculum had been a constantly recurring ideal ever 
since the time of the Greeks. In fact, their seven liberal arts were an 
early attempt at an encyclopedic curriculum of what was worth while 
for a freeman to know. Aristotle more than any other man in ancient 
times personified this ideal. In fact, so wide and varied were his 
writings that during the Middle Ages he was known as the “master of 
those who know.’’ In the seventeenth century the new optimism 
generated by science emboldened Bacon to assert, “I have taken all 
knowledge to be my province.’’ Influenced by Bacon, Comenius sat 
down and wrote his famous Didactica magna to set forth the art of 
“teaching all things to all men.’’* This ambitious revival of encyclo- 
pedism passed under the title of “pansophism.” Yet httle did either 
Bacon or Comenius realize that the new science would not merely 
simplify existing knowledge but also so expand its extent that never 
again could one man, like Aristotle, hope to comprehend its bounds 
within the limits of one brain. 

In spite of this entrancing vision, Aristotle continued to tyrannize 
over most curricula. Most teachers continued on their traditional 
w^ay of emphasizing verbalization rather than sense impression. 
Indeed, Humanism rather than naturalism was destined to rule the 
curriculum till the nineteenth century was already well spent. None- 
theless, a few eighteenth-century schools, like the Realschule of Francke 
(1663-1727) improved by Hecker (1707-1768) and the Philanthropi- 
num of Basedow (1723-1790), did assay to introduce the new scientific 
culture into their curricula. In addition to astronomy from the old 
quadnuium such new subjects began to appear as mechanics, geog- 
raphy, natural history, and drawing. The classroom paraphernalia 
of instruction began to enlarge. Globes, microscopes, and compasses 
made their appearance. The Realschule, just mentioned, included a 
botanical garden and scale models of ships, plows, and churns, novel 
additions beyond the conventional bookish curriculum, to say the least. 

The adherents of science in the curriculum took further heart from 
the reshuffling of social values attendant on the French Revolution. 
Political radicals, bent on redrawing the social order closer to a 

> See the full title of this work. 
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pattern of justice inherent in nature, felt a real kinship ^th educators 
who wished radically to reconstitute the curriculum on the observed 
uniformities in nature. The same kinship obtained in America, too. 
In proposing the kind of education he thought most suitable for our 



infant republic, itself just bom of revolution, Samuel Smith (1752- 
1839), runner-up in a prize-essay contest on this theme, proposed a 
national curriculum strongly favoring naturalistic science. 

Science recommended itself to the curriculum makers of the nine- 
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teenth century for its utilitarianism as well as its realism and natural- 
ism. The utilitarian necessity for making a place in the cuniculum for 
science became most evident in England, the home of the Industrial 
Revolution. There the proponent for putting science in the schools 
was Thomas Henry Huxley (1825-1895), great expounder of the 
Darwinian theory of evolution. He took the general line that it was 
an extremely shortsighted policy for a great colonial nation like Eng- 
land with vast industrial and commercial interests to fad to give instruc- 
tion in physics and chemistry on which its industrial and commercial 
greatness rested. The ever-increasing competition of international 
trade finally caused England to accept this point of view, as did other 
great industrial nations like Germany, France, and the United States 
from the middle of the nineteenth century onward. 

It should be mentioned here that science and its ally industry were 
instrumental in conferring new significance on the place of mathe- 
matics in the curriculum. During the reign of Humanism in the 
Renaissance, mathematics had been more or less overlooked. In the 
preceding period of the Middle Ages it had been even more neglected. 
At that, mathematics had never suffered quite the loss of prestige that 
scientific studies had. The saving feature of mathematics lay in that 
it was an abstract mental discipline which could be carried on without 
getting too entangled in the accidental qualities of nature. For this 
reason, as Plato had remarked, mathematics was the supreme subject 
in enabling one to speculate on the nature of pure being. With the 
rise of modern science, however, the worth of mathematics turned, not 
on its speculative philosophical value, but on its usefulness in scientific 
calculation. Kepler, for example, in coming to his elliptical hypothesis 
of the movement of heavenly bodies rested heavily on mathematical 
calculation, as did also Newton in computing his law of gravity. As 
the secrets of science became the stimulus of the Industrial Revolution, 
there was even more need for instruction in mathematics. Conse- 
quently, in the nineteenth and twentieth centuries mathematics came 
to occupy a most respectable place in the curricula of nearly all schools. 

Although the arguments of utilitarianism and naturalistic realism 
both favored a scientific curriculum, the proponents of science were 
oddly uneasy about the claims of the Humanists and classicists as to 
the superior mental discipline afforded by linguistic studies. Not to be 
outdone, Herbert Spencer (1820-1903), another great English pro- 
pounder of the scientific point of view with a considerable following in 
the United States, went so far as to claim that science not only equaled 
but excelled language as a discipline of the mind. “While language 
familiarizes with nonrational relations,” he proclaimed, “science fami- 
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liarizes with rational relations. While the one exercises memory only, 
the other exercises both memory and understanding.”' As if he had 
not claimed enough for science as a superior mental discipline, Spencer 
went on to declare science also a superior moral and religious discipline. 

lUVALUY BETWEEN HUMANISM AND NATURALISM 

This rivalry in the curriculum between Humanism and naturalism, 
literature and science, was, of course, one of long standing. As already 
seen, it dated back at least to the distinction made in the seven liberal 
arts between the trivium of linguistic studies and the qwidrvnum of 
largely scientific ones. Socrates, it will be remembered, was an early 
humanist, preferring the study of man to the study of nature. Con- 
versely, Bacon, it will be remembered, was inclined to favor realistic 
rather than Humani.stic studies. He felt that a curriculum secured in 
the uniformities of nature was superior to one subject to the variability 
of the human mind. This rivalry, never very acute so long as the 
humanities were the overwhelming favorite in the curriculum, became 
increasingly keen as modern displaced ancient science. As a world 
view predicated on modem naturalistic science more and more con- 
clusively demonstrated the need for fundamental revisions in the world 
view predicated on Humanism, the Humanists increasingly took alarm. 
From a po.sition of security in the curriculum the humanities ulti- 
mately found themselves on the defensive. 

The conflict between Humanism and naturalism in the curriculum 
raged all through the eighteenth, nineteenth, and even twentieth 
centuries. “ Why did not Humanism early ease the conflict by grace- 
fully making concessions to naturalism? Perhaps something of an 
answer to this question is to be found in the attack made by Humanists 
on Basedow’s Philanthropinum toward the end of the eighteenth 
century. The Philanthropinum was a school designed to test the 
naturalistic educational theories of the time.” It not only included 
scientific materials in the curriculum but also employed methods of 
instruction piedicatcd in part on the sense realism of Comenius and in 
part on the romantic naturalism of Jean Jacques Rousseau (1712- 
1778), author of Emile. 

The first complaint in the Humanistic indictment of the program of 
the Philanthropinum was that its realism and naturalism led to a nar- 

' Spenceb, H., Education: Intellectual, Moral, and Physical, p. 39, J. M. Dent 
A Sons, Ltd., London, n.d. 

• For a twentieth-century statement of the conflict sec N. Foerster, The Ameri- 
can State University, University of North Carolina, Chapel Hill, 1937. 

' For a fuller account of this educational philosophy, see supra, pp, 114-120. 
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row utility. The Humanistic curriculum, on the other hand, was 
governed by the endeavor to achieve a general culture. Consequently, 
while naturalism was merely filling the mind with useful knowledge. 
Humanism was aiming at the broader result of strengthening and dis- 
ciplining the mind in its basic functions. A related fault, for which 
the Humanists further indicted the Philanthropinum, resided in the 
great breadth to which a naturalistic curriculum had to stretch in order 
to cover everything of utility. In contrast, the Humanists praised 
their own curriculum for its relatively few subjects, which gave such 
a general exercise to the mind as to enable it to transfer its powers 
in any later direction. The next complaint of the Humanists went 
very deep. They pointed out that, while the curriculum of naturalism 
and sense realism was composed of things, their owm was composed of 
ideas. Naturalism, sense realism, and utilitarianism all led to material- 
ism. Humanism, on the other hand, emphasized the immaterial, the 
spiritual. Consequently, it claimed a more intimate relation with 
moral values, a concern allegedly foreign to naturalism and science. 

Unhappily, the closer the competition between the humanities, or 
classics, on the one hand and science on the other, the wider the rift 
between them. This seems unfortunate, since at least Plato among 
Greek educational philosophers did not originally think of humanism 
and naturalism as being opposed to each other. On the contrary, he 
thought that one could not know man and his end apart from a knowl- 
edge of nature and its governing end. The question then, arises: 
Why did the first rift occur and later widen between Humanistic and 
naturalistic studies? 

There were various reasons. Perhaps, to commence, one might call 
attention to the fact that the Homans, who went to school to the 
Greeks, were interested not so much in the conquest and control of 
nature as in the conquest and control of men. Much of what was 
necessary for an understanding and control of men the Homans found 
in Greek literature. To this htcrature they added their own; and thus 
when northern Europe went to school to Greco-Homan culture, it, too, 
was tutored in a literary tradition. 

The interest in the understanding of man rather tlian in the con- 
quest and control of nature also stemmed from certain philosophical 
perplexities. Nature always presented itself in the concrete. But 
nature in the concrete seemed to defy understanding because its prop- 
erties seemed so accidental. Trees, for example, have a great variety 
of sizes, shapes, leaves, barks, and the Uke. But whatever its size, 
shape, pattern of leaf, or quality of bark, a tree is nevertheless a tree. 
The essence of a tree resides in the idea of a tree and not in any purely 



268 


A HISTORY OF THE PROBLEMS OF EDUCATION 


accidental qualities of size or shape, leaf or bark. Now ideas not only 
do not suffer from the variability of things but, when verbalized or 
reduced to verbal symbols, seem to add an economy and compre- 
hensiveness to the reach of learning far beyond what a concern with 
individual things can do. Or, as St. Thomas Aquinas (1225-1274) 
intimated, knowledge is more likely to result from a curriculum of 
words than of things “inasmuch as words are symbols of intelligible 
content.”* 

The linguistic curriculum received additional strong reinforcement 
in the Middle Ages and again at the time of the Protestant Reforma- 
tion. In both these periods the nmterials of study were drawn from an 
authoritative body of truths recorded in literary documents rather 
than from a contemporary firsthand study of nature or society. 
Further, the deductive part of Aristotle’s logic was taken and adapted 
to transmitting the ready-made materials of both the early church 
fathers and the Christian Bible. Hence, the method of defining, 
classifying, and elucidating an accepted literary tradition gained a 
centimes head start over Aristotle’s neglected logic of induction and 
the later naturalistic methods of inquiry, discovery, and invention. 
Consequently, an early drawback to the inclusion of the new sciences 
in conventional curricula was the absence of a well-tried method for 
teaching things rather than ideas. 

In addition to positive arguments for Humanism there were nega- 
tive ones against sense realism and naturalism. Militating against 
science and against incluthng concrete objects in the curriculum during 
the seventeenth and eighteenth centuries was the fact that these 
innovations principally satisfied the needs of skilled artisans, mer- 
chants, and military technicians. Consequently, the age-old stigma 
that had attached to the working classes came to be transferred to the 
scientific curricula that served their interests. Equally unfortunate 
for the position of science in the curriculum was the fact that, as science 
was instrumental in shifting power from the landed aristocracy to the 
new captains of industry, it became the handmaiden of capitalism. 
As such the new science seemed to have only technical lessons to 
teach the leaders of the Industrial Revolution and no moral ones. 
This merely confirmed the Humanists in their claim that science was 
materialistic and devoid of regard for moral values, to which the 
literary curriculum was so sensitive. 

Yet not every one took an intensely partisan either-or position in 
the controversy between H umanism and naturahsm. Fortunately, 

‘ Matbb, M. H., Philosophy of Teaching of St. Thomas Aquinas, p. 58, The 
Bruce PubliAing C!ompany, Milwaukee, 1929. 
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there were a few who took a more moderate both-and point of view. 
Some neohumanists, for instance, tried to come to terms with the 
romantic naturalism of Rousseau by contending that Rousseau’s ideal 
of education, the natural man,' could be found best in a study of Greek 
culture, for this was the finest example of nature at its best. In the 
first half of the nineteenth century the German Herbart, whose educa- 
tional views were later to have such infiuence in the United States, 
lent his weight to this view. Expanding this view further, Herbart 
laid it down that the curriculum should be composed of two main 
elements, a knowledge of men and a knowledge of things.* And the 
Englishman Matthew Arnold (1822-1888), whose writings were also 
read in this country, later corroborated Herbart when he stated that 
different men have different talents. “This one’s special aptitudes 
are for knowing men — the study of the humanities; that one’s special 
aptitudes are for knowing the world — the study of nature. The circle 
of knowledge comprehends both, and we should all have some notion, 
at any rate, of the whole circle of knowledge.”* This came to be pre- 
vailing opinion in the curricula of the twentieth century. 

Not only did the twentieth century show progress by including 
both Humanistic and scientific studies in the curriculum, but it also 
took steps toward breaking down or bridging the dualism between the 
two. Thus, the introduction into the curriculum of such social sciences 
as anthropology, economics, and sociology created a body of materials 
which, because they connect man’s Ufe with natural conditions, could 
not be neatly subsumed under the heading either of Humanism or of 
science. 


INTHODT7CTION OF THE MODERN HUMANITIES 

The forces of nationalism and democracy, which had had the nega- 
tive effect of undermining the monopoly of the humanities, or classics, 
on the curriculum, also had positive influence in introducing new sub- 
jects into the curriculum, which some have called the “modern humani- 
ties.” In addition to such studies of man as those already mentioned 
— anthropology, economics, and sociology — these newer humanities 
included two other subjects that especially deserve consideration here, 
modem languages and history. 

‘ For a further account of this ideal, see supra, p. 14. 

' For an interesting American elaboration of this view, see W. T. Harris, 
op. eit., p. 340. 

* Arnold, M., Higher Schools and Universities in Germany, pp. 176-176, Mac- 
millan & Company, Ltd., London, 1874. Note also that the Jesuits in the 1832 
revision of their famous Humanistic curriculum added considerable science. 
ScHwicKEBATH, R., JesuU Education, pp. 194-198, B. Herder, St. Louis, 1903. 



270 


A HISTORY OF THE PROBLEMS OP EDUCATION 


The rise of modem, or vernacular, languages in the curriculum was 
in part a by-product of the rise of sense realism and naturalism. Just 
as the sense realists thought that learning could be made more accurate 
and interesting by introducing concrete objects into the curriculum, so 
too they thought that it could also be made more clear and vivid by 
using the native vernacular as the vehicle of instmetion. To them a 
true understanding of the world was oblique and difficult enough without 
conducting instruction, as was the custom, in a second and less familiar 
tongue like Latin. Again, since the tmths of science had difficulty in 
establishing themselves against the misconceptions of the world per- 
petuated in classical literatures, the supporters of science began to show 
hostility, not only to the misconceptions, but to the Greek and Latin 
languages whose great prestige seemed to protect and entrench them. 
To promote the claims of modem as against ancient science, it seemed 
necessary to form an alliance with modem vernacular languages against 
the ancient classical ones. 

Not a few radicals went so far as to claim that, even as models of 
the art of writing, of eloquence, or of poetry, classical authors no longer 
enjoyed their former superiority over modern ones of the eighteenth 
centry. To the pleas that a dead language should be included in the 
curriculum because it is more difficult and will presumably, therefore, 
give greater mental discipline, the Frenchman D’Alemlwrt replied, 
“It is more difficult to WTite and sp>eak one’s own language well than 
to speak and write well in a dead language. 

At first the modem, or vernacular, tongues made more rapid prog- 
ress in being accepted as the language of instmetion than as subjects 
in the curriculum. That is, the vernacular became the vehicle of 
exposition in the classroom some time before its literature became an 
object of instmetion. This second step, the incorporation of modern 
foreign languages into the curriculum, did not occur until the nine- 
teenth century, when they were carried in on the rising tide of national- 
ism.® Until then, Latin had been able to maintain itself in the 
curriculum partly because Europe had kept alive the idea of a social 
order in which all men might hope to have political as well as religious 
Nnity. In the Catholic Church and in the Holy Roman Empire Latin 
achieved something of the statue of a universal language. At the 
opening of the nineteenth century, however, it soon became evident 

‘ Quoted in I. L. Kandel, History of Secondary Education, p. 183, Houghton 
Mifflin Company, Boston, 1930. 

® For a more complete account of nationalism and education, see supra, Chap. 



CURMCULUM 


271 


that only a fraction of society, the nation, was to become the center of 
social cohesion. Once the trend of events set in this direction, each 
nation found it advantageous to promote its own local vernacular in 
order to enjoy the strength that arose from communication and mutual 
understanding among its people. 

In large part the upsurge of modern vernaculars in the curriculum 
was romantic as well as nationalistic. If rationalism had been charac- 
teristic of the period leading up to the American and French Revolu- 
tions, it was the feelings of romanticism that characterized the 
postrevolutionary period of the early nineteenth century. T o catch the 
distinctive spirit or feeling of any country’s nationalism, the child was 
sent through the curriculum to the folkways, the folk literature, and the 
folk songs of that country. Backed by the powerful motive of patriot- 
ism he was soon using the classics of his mother tongue as the measure 
of humanity. At least, in being humanized by his education, the 
student now had a choice whether to proceed to his goal through the 
classic or vernacular languages, the ancient or modern humanities. 

It also needs pointing out that the late eighteenth- and early 
nineteenth-century interest in the common man was democratic as wdl 
as nationalistic and romantic. With political power gravitating into 
his hands, it was only natural that the principal language of the schools 
should become the language of the common man. The American 
patriot Benjamin Rush (1745-1813), for instance, decried Latin and 
Greek because for a democracy their study was confined to too few 
people. A republican form of government, he intimated, could be 
preserved only where knowledge was universally available in the com- 
mon mother tongue. 

Just as romantic nationalism took much of its color from the long- 
standing folk literature of the people, so too it was not long in employ- 
ing history for the same end. Prior to the nineteenth century, history 
had practically no independent status in the curriculum. In the pre- 
ceding few centuries the only history that was regarded as worth 
knowing was that of the Greeks and Romans, and that was picked up 
incidentally through a reading of Greek and Latin literature. ‘ Even 
after the vernacular had crowded the classics to a less conspicuous 
place in the curriculum, history still remained a phase of the vernacular 
literature. Thus, the American lexicographer Noah Webster (1758- 
1843) in the complete title of one of his school readers described it as 
“calculated to improve the minds and refine the taste of youth, and 

' In the Jesuit method of instruction through the prelection, historical materials 
were often introduced in the step of the erudilio. See supra, p. 187. 
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also to instruct them in the geography, history, and politics of the 
United States.”^ 

Under the driving requirements of nationalism and democracy, 
however, history finally split off from literature and achieved an inde- 
pendent status of its own in the curriculum of the latter nineteenth 
century. Benjamin Rush, to cite him again, thought that above 
everything else the future guardians of American institutions should be 
instructed in history, especially that of “ancient republics, and the 
progress of liberty and tyranny in the different states of Europe.”* To 
political reasons for establishing history in the curriculum Herbert 
added a moral one as well. For Herbart the chief end of education 
was moral, and literature and history were the two chief sources of a 
knowledge of man, which, together with a knowledge of things, com' 
posed his curriculum. 

The further endeavor to make citizenship a part of the curriculum 
dates from earliest times. The Roman boy, for example, was expected 
to memorize the basic law of his people, the Twelve Tables. In 
colonial times the famous Massachusetts law of 1642 enjoined select- 
men to be sure that children were well read in the capital laws of the 
colony.* At the time of the French Revolution French youth were 
required to be instructed in “republican ethics and morals.” In 
nineteenth and early twentieth century American courses in civics 
achieved considerable popularity but seldom went beyond an analysis 
of the structure of government. It was not till after the First World 
War that the average curriculum concerned itself with the vital prob- 
lems of citizenship. 

But the curriculum no sooner came to grips with such vital prob- 
lems than it found itself in the area of delicate controversial issues. 
Controversial issues, of course, there had been since time immemorial. 
But they did not pose a special problem till the era of the public school 
sponsored by the emergent nationalism and democracy of the nine- 
teenth century.* Thereafter the maintenance of unified support was 
constantly jeop>ardized by any attention the curriculum chanced to pay 
to controversial issues. The policy followed by the United States in 
the nineteenth century deliberately excluded from the public school 

* An American Seleciion of Leseom in Reading, etc.. Ft. Ill, Thomas & Andrews, 
Boston, 1793. 

' Quoted in A. O. Hansen, Liberalitm and American Education in the Eighteenth 
Century, p. 66, The Macmillan Company, New York, 1926. 

' For twentieth-century legislative prescriptions of the curriculum, see J. K. 
Flanders, Legielative Control of the Elementary School Curriculum, Teachers College, 
Columbia University, New York, 1925. 

* For a longer account of the growth of public schools, see infra, p. Chap. 17. 
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curricula such controversial topics as reli^on and slavery. Later, in 
the early decades of the twentieth century, the same policy also kept 
out divisive questions of politics and economics. But these latter 
clamored so persistently for admission to the curriculum that after 
the First World War they were given a trial. .Their retention there 
became more and more assured as the American people came increas- 
ingly to realize that their national and political stability depended on 
rearing children in an educational atmosphere of free discussion. 

Perhaps a final word is in place here about geography. Ever since 
the great voyages of discovery there had been a demand that the up-to- 
date curriculum include geography. In its early form, however, 
geography was little more than a discipline in locating places and 
defining boundaries. All this was much improved when in the nine- 
teenth century geography felt the touch of nationalism and industriali- 
zation. It then became a study of human geography, of man’s relation 
to his physical environment. In this more humanized form geography 
came to take its place in the curriculum as one of the respected modem 
humanities. 


THE EXPANSION OP PHYSICAL EDUCATION 

Another subject in the curriculum to which nationalism and democ- 
racy gave great impetus was physical education. To see how this 
came about, it will be necessary to appreciate the new interest in 
physical development that Rousseau roused. His romantic and 
naturalistic interest in childhood led him to recommend great freedom 
for the child to romp, jump, and climb to his heart’s content, To 
facilitate freedom of movement Rousseau advocated simple, loose 
clothing for the child, quite an innovation in a day when it was cus- 
tomary to dress children like little adults. ‘ The end product of this 
release of energies was to be a sturdy and robust body inured alike to 
extremes of heat and cold. The idea of hardening the body Rousseau 
no doubt borrowed from John Ixicke and his Some Ttwughis Concern- 
ing Education. Locke’s recipe for achieving a sound mind in a sound 
body — mens sa.na in corpore sano — called for accustoming them both 
to difficult tasks. 

Rousseau’s ideas on physical education received their first trial 

’ In Rousseau’s day mothers still wrapped babies in swaddling clothes to 
straighten limbs that they did nut realize nature would straighten anyway. The 
new confidence in nature, however, led Immanuel Kant to remark, ”It is very 
remarkable that children are taught how to walk just as though man would never 
have learned it without being taught.” Buchneb, E. F., The Educational Theory 
of Immanuel Kant, p. 143, J. B. Lippincott Company, Philadelphia, 1904. 
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in Basedow’s Philanthropinum at Dessau. Though Basedow’s Phi- 
lanthropinum failed, it had imitators and it was at one of these in 
Schnepfenthal that the new naturalistic emphasis on physical educa^ 
tion had a growing success. There a young German by the name of 
Johann Christoph Friedrich GutsMuths (1759-1839) introduced a 
system of exercises that he and later generations came to call “gymnas- 
tics.” GutsMuths’ contribution lay in his implementing with appara- 
tus the running, jumping, and climbing that Basedow had carried over 
from Rousseau. Thus, to provide opportunity for climbing he intro- 
duced ropes, ladders, and masts. It is to be set down to GutsMuths’ 
credit that he sought to establish a relation between the theory and 
practice of gymnastics and the theory of physiology and medicine. 
But gymnastics was not the whole of his curriculum in physical educa- 
tion; manual training, gardening, field excursions, and games were also 
part of his program. 

If GutsMuths was the grandfather of German gymnastics, Fried- 
rich Ludwig Jahn (1778-1852) was its father. Naturalism was the 
inspiration of Jahn’s gymnastics, too. Yet while GutsMuths tried to 
conform liis gymnastics to nature, as disclosed in physiology and 
anatomy, Jahn tried to harness gymnastics to the cause of patriotism. 
Suffering from the humiliating Prussian ilefeat at the Battle of Jena, 
Jahn longed for the day when the Napoleonic yoke ivould be throtvn 
off.' His own plan for that day was to build a generation of vigorous, 
physically tit men who would be able, when the tocsin sounded, to 
wrest Prussia’s freedom back from her oppressor. The first step he 
took in this direction was to gather the boys of his school after school 
hours and lead them in outdoor gymnastics, athletics, and “hikes,” 
much as did GutsMuths. When the weather turned inclement, he 
continued this extracurricular program of gymnastics indoors. 

In Jahn's exercises there was a generous admixture of patriotic 
singing and storytelling. Physical fitness and national fitness were 
closely identified in his mind. But so too were fitness and a freedom- 
loving spirit. There was no set program in Ids TumplcUz or Ids Tur/t- 
halle.‘ F'reedom of action and individual initiative were the order of 
the day. Boys improvised feats and then chaUenged their friends to 
duplicate them. Moreover, they chose their own games. Jahn did 
not aim at hardening the botly, as did Locke, but rather regarded 
physical exercise as an opportunity for the growth and development of 

’ To relate the nation.alistie phase of physical edueation to the broader problem 
of nationalism and education, see svpra, p. Chap. 3. 

* German for "gymnasium.” The German word Gymnasium means a classical 
secondary school. 
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one’s natural powers. The freedom sought by Jahn through physical 
education he wished everyone to enjoy. Hitherto the physical 
exercises, which had been revived at the time of the Renaissance, had 
been part of the curriculum of the courtier or the gentleman only. 
The democratic political implications of gymnastics for all, therefore, 
startled not a few of the conservative ruling classes arid ultimately led 
to the temporary discontinuance of this part of the school program. 

As already seen, Jahn’s program of physical education was more or 
less extracurricular. The man who succeeded in getting physical 



Outdoor German Gymnasium of Mid-nineteenth Century 


education accepted as a regular part of the school curriculum was 
Adolph iSpicBs (1810-1858). One tiling had to be done in order to 
accomplish this end, and Spiess did it. This was to grade exercises for 
different abilities, not only of age but of sex. To enable such a pro- 
gram to be carried out at all tirae,s, Spiess further recommended that a 
Tumplatz and a Turnlialle be coimected with every school. It is also 
to him that physical training owes marching exercises and executing 
gymnastics in class formation, elements that in the end lent themselves 
to military discipline. 

It was in Sweden rather than in Germany that the more precise 
lessons of anatomy and physiology for physical education were appreci- 
ated. There Pehr Henrik Ling (1776-1839) founded a system of 
gymnastics based directly on his study of these two sciences of the 
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human body. The unique feature of Ling’s Swedish gymnastics lay 
in that his system was designed for the weak as well as for the strong. 
Similarly important, therefore, was Ling’s insistence that exercise 
should be prescribed for the individual rather than for the group. 
Much as Dng was interested in the therapeutic value of physical train- 
ing, he was also inspired, it should not be overlooked, by the same sort 
of patriotic motives as was Jahn. 



Giblb Cai^xbtbbnicb 
(Courtesy of Bettmann Archive) 


Both German and Swedish gymnastics crossed the Atlantic and had 
their day in nineteenth-century American curricula. More popular 
here after the Civil War, however, was a system of calisthenics intro- 
duced by Diocletian Lewis (1823-1886). In his calisthenics Lewis 
dispensed with nearly all the heavy apparatus ordinarily associated 
with gymnastics and gymnasiums. In fact, one of his main objectives 
was to disabuse the American min d of the idea that the physical 
strength promoted by drill on such apparatus was a mark of physical 
well-being. Instead, Lewis tried to develop organic vigor and graceful 
posture by calisthenics, that is, free movements of the arms, legs, and 
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trunk. Limiting himself to such light equipment as Indian clubs and 
dumbbdls, he popularized the notion that a curriculum of physical 
training could be carried out in quarters much less pretentious than 
formal gymnasiums. Neither althletic sports nor military training 
could take the place of calisthenics in Lewis’s mind, for neither could be 
counted on to give systematic and balanced exercise to every part of the 
body. 

Whether or not Lewis was right in his opinion of sports, the fact 
remains that the American temperament was much better suited to 
sports than it was to either gymnastics or calisthenics. Gaining 
momentum at the end of the nineteenth century, American sports in 
the twentieth century became so immensely popular as almost to 
sweep formal physical exercises aside. In assigning to sports or 
athletics the most important part of the curriculum of physical educa- 
tion in this country, America clearly showed its English ancestry. 
Formal gymnastics had been introduced in England, too, but they 
never managed to get the upper hand over the long tradition of school 
games. In both countries it seemed that the qualities of initiative, 
resourcefulness, teamwork, and fair play, that games induced were 
peculiarly congenial to their democratic political institutions. 

Coincident with the spectacular expansion of sports in the American 
curriculum and extracurriculum was the development of a program of 
health education. Physiology made its entrance into the curriculum 
after the Civil War and was followed later by hygiene. But both 
subjects remained rather arid since they never seemed to get beyond 
an anatomical naming and locating of bones, muscles, and organs. 
As a result of the campaigning of the Woman’s Christian Temperance 
Union, nearly every state in the American Union enacted statutes 
requiring schools to include information in their curricula on the harm- 
ful effects of habit-forming drugs and alcoholic beverages. 

In the twentieth century with new data from dietetics, dentistry, 
mental hygiene, and the like, a much more functional curriculum in 
health education came to supplant the old courses in physiology and 
hygiene. Medical and dental inspection came to be a regular part of 
school programs. Yet, in spite of such advances, the draft statistics 
of the First World War revealed an appalling amount of physical 
disability in the generation of military age. In 1929 President Hoover 
called a White House conference on child health and welfare, which 
produced a “children’s charter’’ defining what a democracy thought 
its obligations were to the health of its children. The draft statistics 
for the Second World War showed some improvement but still much 
room for further advancement in health curricula. 
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THE BOLE OP WORK IN THE CUHBICULUM 

Of the great social forces — nationalism, democracy, and the 
Industrial Revolution — that transformed the traditional Humanistic 
curriculum of the Renaissance into the more modem one of the nine- 
teenth and twentieth centuries, the Industrial Revolution so far has 
received relatively little attention. It has been seen, to be sure, how 
the rise of science stimulated the Industrial Revolution and how that 
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revolution in turn promoted science to front-rank importance in the 
curriculum. But it yet remains to be seen how the revolution of 
power-driven industry combined with naturalistic democratic forces 
to alter the whole face of work in the curriculum. 

To understand how this transformation came about, it is necessary 
first to recollect the status of vocational education prior to the Indus- 
trial Revolution. Owing to slavery and serfdom in the long centuries 
preceding this social upheaval, vocational education rarely if ever 
occupied a place in the traditionally respected curriculum of the 
schools. On the contrary, if given at all, training in commercial and 
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industrial arts took place through apprenticeship outside the regular 
schools. This sort of training reached a particularly high level of 
development during the guild system of the late Middle Ages and 
Renaissance periods. In England and later colonial America appren- 
ticeship was the course of instruction not only for the various vocations 
but often for the various professions as well. Articles of apprentice- 
ship generally obligated a master to teach his apprentice two things, 
the secrets, or “mysteries,” of his trade and such items of general 
education as literacy and morality. As the apprentice usually became 
a member of liis master's household, his deportment was also subject 
to his master’s oversight. 

The advent of the Industrial Revolution sliifted production from 
the home to the factory, from handicraft to power-driven machinery. 
Such a radical shift in methods of production demanded radical read- 
justments in trade or vocational education. The hand worker used 
to become acquainted with the entire course of manufacture, from the 
procurement of raw material to the distribution of the finished product. 
The macliinc worker, on the other hand, seldom became acquainted 
with more than a fraction of the total process of machino-facture. 
The machine w orker, moreover, in place of a master pledged to oversee 
his general and moral education, bid for an employer an industrial 
capitalist who felt no particular obligation to look out for the personal 
education of his employee. 

The exact form of readjustment in vocational education to which 
the Industrial Revolution pointed did not become evident at once. 
Slowly, however, two trends began to appear. In the first place, as 
vocational education ceased to l)e in incident of production and there- 
fore a responsibility of the producer, it became necessary for the first 
time to look to the school to take tliis orphan into its curriculum. In 
the second place, since the machines of industry operated on compli- 
cated scientific principles and since the economics and politics of 
industrial capitalism became correspondingly intricate, it became 
necessary to elevate vocational training to the dignity of a formal 
school subject. 

While these trends were making themselves manifest, the forces of 
sense realism and naturalism were also instigating a new role for work 
in the curriculum. The sense realists, it will be remembered, tried to 
revitalize the highly verbal Humanistic curriculum of the seventeenth 
century by putting more emphasis on a study of concrete objects or 
things. What more natural than to include among these things, not 
only models of buildings, ships, chests, and the like, but in addition the 
tools that skilled artisans used in making their artifacts? From thus 
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making the curriculum more realistic it was only a short step to making 
it more vocational as well. Indeed, Hecker, who together with 
Francke was responsible for putting realism into the German Real- 
schule, stated it as the aim of this school “to develop the tendencies of 
such young people as are not destined for studious pursuits but whose 
talents would fit them for business, for agriculture, for the industrial 
and fine arts, etc., and to afford them an introductory training for 
these pursuits.”^ Something of the same spirit seems to have ani- 
mated the American academy which took its rise about the time when 
Hecker was making improvements in Francke’s Realschule. Not 
only did the academy offer such practical subjects as navigation, sur- 
ve 3 dng, and bookkeeping, but one of its principal aims was to prepare 
boys for life rather tlian for college.’ 

The initial effect of Rousseau’s naturalism was to reinforce the 
vocational tendencies of the realistic curriculum. His naturalistic 
attitude toward work he revealed in his assertion that “of all pur- 
suits by which a man may earn a living, the nearest to a state of nature 
is manual labor.’’’ And his realistic attitude toward manual education 
he disclosed in his claim that Emile “will learn more by one hour of 
manual labor, than he will retain from a whole day’s verbal instruc- 
tions.’’* Furthermore, said Rousseau, “If, instead of making a child 
stick to his books I employ him in a workshop, his hands work for the 
development of his mind. While he fancies himself a workman, he is 
becoming a philosopher. ’’’ But Rousseau had social as well as individ- 
ual ends in view in making Emile’s curriculum partly manual. " It is 
important to learn a trade,” he added, “less for kno-iving the trade 
than for overcoming the prejudices which despise it.”' 

Again, as in the case of science and physical education and as a 
result of nationalistic impulses, Basedow’s Fhilanthropinum was the 
first to offer trades in its curriculum. More successful, however, was 
Johann Heinrich Pestalozzi (1746-1827), the great Swiss educator. 
In hie first gropings toward his later famous method of “object 
instruction,”' Pestalozzi went through an early period in which he 

' Quoted in L. F, Anderson, History of Manual and Industrial School Education, 
p. 43, D. Appleton-Contury Company, Inc., New York, 1926. 

* For a further account of the academy, see infra, pp. 429-433. 

’ Rousseau, J. J., Emile, p. 158, J. M. Dent & Sons, Ltd., London, 1911. 

* Rousseau, J. J., Emilias and Sophia, vol. 2, p. 64, Becket & Hondt, London, 
1763. 

* Rousseau, J. J., Emile, p. 140, J. M. Dent & Sons, Ltd., London, 1911. 

* Abchek, R. L., Rousseau on Education, p. 169, Edward Arnold A Co., London, 

1012! 

’ For a fuller account of "object instruction,” see supra, pp. 212-217. 
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thought a vocational course of instruction the best means of alleviating 
the condition of the poor, in whom he was greatly interested. Unfortu- 
nately, however, to simplify the learning of industrial joccupations, 
he turned down the blind alley of analyzing their physical operations 
into such natural motions as striking, pushing, twisting, and swinging. 
A curriculum of such activities, Pestalozzi expected, would prepare for 
all possible crafts, even the most technical. Such a curriculum, obvi- 
ously, was not many degrees away from one based on formal discipline. 

Still more successful in harnessing the naturalistic impulses of 
the child to industrial occupations was Philipp Emanuel von Fellen- 
berg (1771-1844), a Swiss nobleman and educator. On his estate he 
instituted a school where trades and agriculture were actually taught 
at first hand. He had the idea, following Pestalozzi, that “object 
instruction” nowhere so enlisted the native activities of the child as 
when objects were the tools and materials of the shop and the farm. 
Fellenbcrg’s school was a great success, not only in the vocational 
curriculum it offered but in its being economically self-sustaining. 
Later it bore further fruit in being the means of enriching the lives of 
children suffering from the defects of blindness and deafness and often 
of redeeming delinquents from a life of degradation. 

Transplanted to the United States, Fellenberg’s idea took root 
chiefly in the manual-labor college. The object of this college, how- 
ever, was not so much to incorporate manual labor into the curriculum 
as to provide a means of self-support during a period of study devoted 
to the more conventional academic curriculum.* More important for 
the future history of vocational education in this country were the 
mechanics’ institutes that came forward to meet the breakdown of the 
apprenticeship system. These institutes generally housed libraries on 
vocational topics and cabinets of models and minerals. Not infre- 
quently they were the scene of lectures for the advancement of ambi- 
tious young mechanics. In the last half of the nineteenth century these 
institutions made way for the much superior technical institute, of 
which Clooper Union, Pratt, and Drexel were excellent examples. The 
technical institute not only helped to solve the knotty problems created 
by the Industrial Revolution but also aided in racial adjustment in this 
country. Hampton and Tuskegec for Negroes and Haskell for Indians 
were outstanding institutes in this regard. 

The inspiration of Rousseau’s naturalistic reason for including 
work in the curriculum did not entirely spend itself in promoting prep- 

‘ The manual-labor idea seems also to have been part of the contemporary 
interest in physical education through gymnastics. See E. W. Knight, “Manual 
Labor Schools in the South,” South Atlantic Quarterly, 16: 209-222, July, 1917. 
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aration for earning a living. There were some who saw manual 
training as of educational value quite apart from economic sustenance. 
Before Rousseau’s time John Locke had recommended that even the 
sons of gentlemen should learn a trade, for, in addition to its usefulness, 
it was good exercise and a pleasant diversion. But it was Friederich 
Froebel (1782-1852), the great exponent of the educational values of 
play, who received most of the credit for developing the purely educa- 
tional value of work. 

Froebel followed Rousseau in believing that it was the central 
nature of the child to be self-active. Furthermore, just as play was 
the natural form which a child’s spontaneous activity took,* so too, at 
a more mature level, work was just as natural a form for this activity 
to take. In his Ediication of Man PYoebel cried out, “The debasing 
illusion that man works, produces, creates only in order to preserve 
hie body, in order to secure food, clothing, and shelter, may have to be 
endured, but should not be diffused and propagated. Primarily and 
in truth man works only that his spiritual, divine essence may assume 
outward form. . , . The young, growing human being should, there- 
fore, be trained early for outer work, for creative and productive 
activity. . . . Lessons through and by work, through and from life, 
are by far the most impressive and intelligible.’’* 

The chief application that Froebel gave to his theory of the educa^ 
tional significance of work was in his gifts and occupations,* particularly 
the garden to be cultivated in connection with every kinder- 
garten. The play so stimulated, Froebel maintained, was the child’s 
work. The Finn Uno Cygnaeus (1807-1881) thought that Froebel ’s 
practice was good as far as it went for young children but that a further 
extension of it was necessary for older ones. Hence he worked out the 
“sloyd”'* system of manual arts to be part of the curriculum of this 
latter group. But he Avas emphatic in demanding that none of these 
arts be conducted as trades. The educational outcomes he rather 
sought were neatness and exactness of execution, training the eye for 
good form and shape, and training the hand to be the obedient servant 
of the brain. As in the case of Pestalozzi, given such an analysis the 
sloyd curriculum was constantly in danger of being overtaken and 
underwritten by a theory of formal discipline. 

Work as a cultural rather than as a vocational aspect of the regular 

* For a fuller development of Froebel's theory, sec supra, pp. 124-125, 

• Fboebbl, F., Education of Man, pp. 33-34, Sidney Appleton, London, 1905. 

’ For a further development of this notion, sec supra, pp. 223-224. 

‘The word “ sloyd ” is related to the English “sleight” and means “adroitness.” 
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curriculum made ita way to American shores in the last two decades of 
the nineteenth century. The Workingman’s School of Felix Adler 
(1851-1933), later to become the Society for Ethical Culture, was one 
of the earliest American expositons of the idea. It remained for the 
educational philosopher John Dewey (1859- , ), however, to give 
this idea its twentieth-century form and content. 

Dewey followed in the historical tradition of llousseau and Froebel 
in believing that the primary root of educational activity lay in the 
child’s instinctive propensities for action. Yet, unlike Froebel, 
he did not hold that the educational significance of work lay in man’s 
creating in outward form his own inner divine essence. Instead of 
burdening the curriculum with merely formal occupations symbolic 
of inner spiritual stirrings, Dewey invigorated it with the very realistic 
occupations of home and industry — cooking, sewing, weaving, car- 
pentry, and the like. Moreover, for the first time he gave them a 
central position in the curriculum. A people’s culture, he believed, 
takes much of its coloration from the manner in which it makes a 
living. Therefore, work should be one of the main axes of the curricu- 
lum. But work should enjoy tliis prominence as a liberal rather 
than as a purely vocational study. The erstwhile a(;ademic studies 
should be integrated with it.* Studies like history, geography, and 
mathematics should enlarge the understanding of work, which in turn 
should give concrete application to the significance of these studies. 

In spite of the advances made by incorporating industrial arts into 
the curriculum through the techni(»il institute and by giving them 
liberal status, there was still a shocking lack of trained workers in 
this country. A Federal commission investigating the situation just 
before the entry of the United States into the First World War revealed 
that le.ss than 1 per cent of the country’s workers had had technical 
training for their occupations. This situation obtained in spite of 
the product of the technical institutes, the agricultural colleges 
inaugurated by the Morrill Act,* the private business colleges that 
commenced offering commercial subjects toward the end of the 
nineteenth century, and the specialized high schools of trade and 
commerce that were just beginning to make an appearance. The 
result was the enactment of the Smith-Hughes Act of 1917, which 
extended a Federal subsidy to vocational education. Yet it is still 

■ For concrete proposals to center the clomentary school curriculum about the 
industrial arts, see F. G. Bonser, The Elementary School Curriculum, The Mac- 
millan Company, New York, 1921. 

* For a fuller account of this act, see infra, pp. 471-472. 
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interesting to note that the American Federation of Labor was anxious 
that this important step should not result in a narrow form of voca- 
tional education that would mark their children with a class stigma. 

PliACE OF THE FINE ARTS 

It would be a mistake to give an account of the entry of industrial 
arts into the regular school curriculum without some mention of how 
the fine arts also were included. As already seen, the fine arts through 
music had a very early foothold in the ancient curriculum of the seven 
liberal arts. If drawing was not included, it was not because Aristotle 
had not recommended it, for he thought it valuable in making people 
judges of beauty in the human form. Unfortunately, however, 
the Greek interest in the fine arts did not long survive in the curricula 
of subsequent ages. Perhaps this was due in part to the fact that the 
Greeks drew a distinction between the liberal and the industrial arts 
according to the social-economic class that practiced them. The 
fine arts, being liberal and therefore the occupation of freemen as 
contrasted with slaves, who practiced the industrial arts, tended to 
become the luxury of the upper classes. It was then but a short step 
to regarding them as a relatively superfluous part of the curriculum. 

Hence from Greek times to the nineteenth century the fine arts 
almost disappeared from the regular school curriculum. Instruction 
in the fine arts did not cease during this period but did practically 
cease to be a function of the formal schools. What music continued 
to be taught during the Middle Ages, for instance, was to be found 
in special song schools established by the Church in order to recruit its 
choirs. And what was taught of design was usually derived from 
apprenticeship to master craftsmen or artists of the time. 

By the nineteenth century, however, forces were afoot that seemed 
to require the curriculum of the schools to take notice of the fine arts 
again. The nascent nationalism of this century, it has already been 
mentioned, throve in part on the romantic interest in folk songs. 
Singing these songs in the schools soon became one of the chief ways in 
which national states forged the bonds of patriotism. And in the 
field of design the Industrial Revolution not only radically changed 
methods of production but also radically altered the source of their 
designs. Prior to the Industrial Revolution design was something that 
an apprentice learned as part of his over-all understanding of his trade. 
In the change to power-driven machinery this over-all training gave 
way to subdivision of the whole job and the specialized training of 
men for each part. But since industrial capitalists at first found no 
way in their factories to train their employees, as masters had trained 
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apprentices in their households, there soon arose an urgent cry for 
schools whose curricula would provide some training in design. 

While nationalism and industrialism were promoting the restoration 
of the fine arts to the curriculum of the schools, romanticism was 
making an independent contribution of its own. The romantic 
interest of Rousseau in the spontaneous impulses of the child ultimately 
found one of its major outlets in the fine arts. On this point Comenius 
had already preceded him in the previous century by advocating 
painting as one means of developing a child’s "internal senses.’’ 



Lath Ninbtbbnth^centubt Sobooi. of Indubtbial Abt 
Note predominance of geometric design. (Courtesy of Bettman Archive) 

But it remained for Rousseau’s followers, particularly Pestalozzi 
and Froebel, to win extensive practieal support for a curriculum 
of fine arts predicated on the theory of their appropriateness for 
developing the child’s native powers. 

At first, drawing seems to have ridden into the curriculum on the 
tails of another pupil activity, writing. The two activities not only 
involved the hand but often had the same end, for, as John Locke 
pointed out earlier and Horace Mann repeated later, a person may by 
drawing a few well-chosen lines convey what a whole page of prose 
might fail to tell. Modeling, too, seems to have entered in association 
with geography. Thus, Pestalozzi used it as part of object instruction, 
in forming clay to represent the earth’s contours. Froebel tried for 
greater spontaneity, as witness his remark that “at the present 
time art cdone can truly be called free activity, but every human work 
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corresponds more or less Tvith creative activity, and this is necessary 
in order to make man the image of his Divine Creator — a creator on 
his own part in miniature.”' Yet, in spite of this declaration, the 
drawing that Froebel prescribed was very formal, consisting largely 
of geometric lines and figures. Of course, on Froebel’s behalf it must 
be said that it was these very mathematical or geometrical forms that 
to hiiri symbolized the free divine essence. 

Toward the end of the nineteenth century there was a gradual 
emancipation of art education from symbolism and formalism. The 
arts-and-crafts movement, which built upon Cygnaeus, who was 
indebted to Froebel, was one escape to greater initiative and indi- 
viduality. Then, too, after the Columbian Exposition color received 
greater attention, and art for art’s sake definitely supplanted the com- 
mercial motivation. In the twentieth century, progressive education 
pushed further with creative art in the curriculum, and art appreciation 
as well as art production became an important phase of the curriculum. 

Singing, which was the chief form of music in the curricula of the 
nineteenth (ientuiy, was joined in the twentieth by the dance and by 
instrumental music as well. School bands and orchestras became 
regular features of many school curricula. .Furthermore, the inven- 
tions of the phonograph and the radio brought within reach of school 
curricula unparallelled opportunities for teaching music appreciation. 
Art for art’s sake came to be the ruling spirit in the rhythmic as well 
as in the visual arts. 

In fact, in the twentieth century it seemed that not only had there 
been a recovery of the ground lost since the Greeks but that modem 
curricula had gone beyond them. Perhaps no one had better stated 
the position of art in the modem curriculum than John Dewey. 
“There has been great loss,” -wrote Dewey, “in relegating the arts to 
the relatively trivial role which they finally assumed in schooling, 
and there is corresponding promise of gain in the efforts making in 
the last generation to restore these to a more important position. 
Viewed both psychologically and socially, the aits represent not 
luxuries and superfluities, but fundamental forces of development.* 
. . . Art — in the aesthetic as distinct from the technical and indus- 
trial sense — is to be regarded as a perfected expression of any cmde 
or primitive mode of activity which has gained a recognized social 
value. It is essentially a consummatimi, a refinement and idealization 

' Quoted in J. L. Hughes, Froebd’s Educational Laws for all Teachers, p. 259, 
D. Appleton-Century Company, Ine., New York, 1897. 

• Dbwet, J., in P. Monroe, Cyclopedia of Education, vol. 1, p. 224, The Mac- 
millan Company, New York, 1912, 
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of what is originally done and acquired from more direct practical 
motives. It represents the end to which all other educational achieve- 
ments should tend — its perfected goal.”' 

EVOLUTION OF THE EXTKACUEHICULUM 

In the nineteenth and particularly in the twentieth century Ameri- 
can education witnessed a great development of a curriculum of 
informal student activities outside of and parallel to the curriculum 
of more formal studies. Thus, while during school hours students 
were poring over their mathematics, languages, history, and science 
under the eye of the teacher, after school hours they found relief 
from their academic labors by voluntarily organizing such extra- 
curricular activities as debating, athletics, drama, school journalism, 
photography, and radio. 

Extracurricular activities such as these, it should be said in all 
fairness, while they had their spectacular growth in the two centuries 
just mentioned, put forth their first roots much earlier. Some of them, 
athletics and debating for instance, date from Greco-Roman times. 
In fact, in those ancient times both these activities, far from being 
the informal pursuits of boys in their out-of-school hours, were parts 
of the regular curriculum. The Greek boy paid just as regular and 
conscientious attention to physical culture as he did to mental culture. 
And the Roman youth, because his educational ideal was that of the 
orator,* had declamation as the very core in his curriculum. In 
medieval times the disputation' was as central in the curriculum 
of the monk as physical exercises were in the chivalric training of 
the knight. Again, the curriculum of the courtier during the Renais- 
sance gave prominence to both eloquence of speech and litheness of 
body. 

In the American soil, to which these roots of European culture were 
transidanted in the post-Renaissance and Reformation periods, some 
plantings atrophied, and some bore a new species of fruit. Physical 
culture, for example, failed to take root in the early American curricu- 
lum. The conditions of a frontier society required so much hard 
physical labor that there was no want of opportunity for physical 
development. Exercise directed to purely educational ends and 
disregarding practical ones would have seemed ridiculous and wasteful 
if not positively immoral. Physical exercise carried on for its own 
end would have been sport, and sport did not suit with the Puritan 

' Ibid., vol. 2, p. 222. 

' For a fuller account of this ideal, see rupra, p. 6. 

' For a fuller account of the disputation, see tupra, pp. 179-180. 
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mind. For long, therefore, athletics not only irere excluded from the 
curriculum but were frowned on outside the curriculum as well. 
Nevertheless, in spite of official frowns, boys continued to play their 
games. By the nineteenth century, economic conditions had so 
improved and religious orthodoxy so relaxed that student athletics, 
though not readmitted to formal standing in the regular academic 
curriculum, were widely tolerated as a so-called “extracurricular” 
activity. 

Debating had a somewhat different evolution. The medieval 
disputation with its syllogistic handling of religious theses readily 
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found acceptance in the American college curriculum. This is not at 
all surprising since one of the chief purposes of that curriculum was to 
train clergymen. In the eighteenth century, as America turned its zeal 
from religious to political controversy, the place of the syllogistic 
disputation in the curriculum came to be taken by the forensic oration. 
But, by the nineteenth century, faculties were having difficulty in 
keeping life in even this part of the curriculum. The reason for this 
was that the contemporary growth of debating clubs outside tbe 
curriculum diverted interest from the formally recognized forensic 
oration. Faculties, notoriously slow to read the signs of the times and 
probably a little jealous of formal curriculum interest, permitted the 
forensic oration to die out but did nothing to replace it with debating 
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and thus draw on the reservoir of interest located in spontaneous 
extracurricular activities. 

Space forbids a sketch of each of the many extracurricular activities 
that gained recognition during the nineteenth and twentieth centuries. 
In general, however, it may be said that the extracurriculum grew 
up in protest against the inadequacy of the regular, narrowly pre- 
scribed curriculum. Thus, athletics and debating, whatever their 
ancient standing, in the nineteenth century represented the answer to 
a demand by students for a type of training they were not getting 
in the regular curriculum. A similar story could be told of music. 
Originally one of the seven liberal arts, music found its way back into 
the liberal-arts college through such extracurricular forms as glee 
clubs, mandolin clubs, and later bands and orchestras. Again, 
journalism and dramatics appeared in response to a protest against a 
too narrowly conceived Humanistic, or classical, curriculum and a 
demand for an outlet for students’ own creative activities. 

Even fraternities and sororities grew up originally as a response 
to real student needs. The communal character of the colonial 
college, it rvill be remembered, resulted in a close supervision that 
more or less confined students to the bounds of the college. ‘ As a 
result, students came to satisfy their instincts for greater social 
activity by intensive cultivation of their own number. To this end, 
they formed secret Greek letter societies. It was often in the pro- 
gram of these societies, too, that outlet was found for student literary 
and musical tastes that found no satisfaction in the regular curriculum, 
^rst of tliis sort of society or fraternity was Phi Beta Kappa, founded 
in 1776. A general suspicion of secret societies as a threat to democ- 
racy forced Phi Beta Kappa in the nineteenth century to give up its 
secrets.^ Although it thereafter became an honorary scholastic 
society, many other social fraternities took its place as soon as the 
public sentiment against them had subsided. In addition to their 
bond of fellowship these fratemitira through their houses did much to 
meet another urgent need, the need of the colleges for dormitories. 

Often, at their inception, extracurricular activities had no more 
formal connection with the regular program than that the participants 
or a majority of them were members of the same college or school. In 

' For the early history of the college, see infra, pp. 463-466. 

’ The three Greek letters $BK standing for the Greek words ii^on^la BuO 
Kufftpp^rrn^ mean "Philosophy, the guide of life." Making philosophy rather than 
religion the guide of life may have reflected the rationalistic deism of the time. 
See 0. M. Vborhees, The Hietory of Phi Beta Kappa, Crown Publishers, New York, 
1946. 



CUERICDLUM 


291 


the long run this lack of connection between the curriculum and the 
extracurriculum led to grave difficulties. Not only did the extra- 
curriculum compete with the curriculum for the major share of the 
students’ time and interest, but not infrequently extracurricular 
activities directly or indirectly involved the name of the school or 
college without the latter’s having any real control. After some 
rivalry and strife at these points, college and school authorities 
managed to gain the upper hand in the situation. The spirit of rivalry 
remained, however, till authorities came to take a more constructive 
view of the entire curriculum problem. But there were great advances 
in the theoretical understanding of the curriculum in the twentieth 
century, and most educational authorities finally realized that the 
cxtracurriculum should be viewed, not as the competitor of the regular 
curriculum, but as its growing edge. Offshoots from the regular 
curriculum were to be expected. All that was needed was to see to it 
that the fruit of these offshoots be brought back into the regular 
curriculum to enrich it. 



CHAPTER X 

CURRICULUM— Conimwed 


At the conclusion of the preceding chapter an anticipatory reference 
was made to the extensive analysis of curriculum theory that occurred 
in the twentieth century, all previous allusion to curriculum 
theory having been indirect or incidental. This does not mean 
that there had been no theory of the curriculum prior to the end of the 
nineteenth century, but it does mean that earlier theory had been 
implicit and piecemeal rather than explicit and comprehensive, as it 
became in the twentieth century. Consequently, the account of 
curriculum development so far has concerned itself more with the 
emergence and formulation of the various traditional subject matters 
of the curriculum than with any systematic theory of curriculum 
construction. 

By the second half of the nineteenth century, as can be seen from 
the previous chapter, a wide and varied array of subject matters was 
receiving greater or less attention at the different levels of the educa- 
tional ladder. In fact, there was hardly a phase of the social heritage 
from which a selection of materials had not been made and formulated 
into a subject matter for the schools. The educational problem that 
lay ahead, therefore, was not so much to ensure curriculum representa- 
tion for the more important parts of the social culture as to determine 
what were the most essential things with which to fill the limited 
years of a child’s schooling. Intricately bound up with this problem 
were several others that greatly agitated the professional minds of 
the twentieth century — not only how the curriculum should be selected 
but how it should be organized. A solution to this problem had in 
turn to wait on the further problem — how the nature of the curriculum 
should be conceived. 

“what knowledge is most wokth?” 

In seeking historical answers to these questions it may be well to 
commence by disentangling and summarizing the theory of curriculum 
selection that had been implicit in the centuries preceding. For an 
almost indefinite period the chief criterion for judging studies had 
oeen Humanistic. The Humanistic criterion raised aloft the nature 
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of man. Accordingly, the measure of the worth of studies derived 
from the hierarchy presumed to rule in man’s nature. This hierarchy 
was ruled by a dualism wherein man’s rational faculty was supposed 
to govern his aniTnal appetites.' From this it seemed logical to con- 
clude that, the greater the rational content pf studies, the more 
valuable they must be. Conversely, the more studies appealed to 
feeling and sense, the less important they were. Furthermore, 
according to the mind-body dualism, sense suffered from being mate- 
rialistic, while intellect benefited from being immaterial and spiritual.^ 
Seinforcing the order of studies based on a hierarchy in man’s nature 
was the hierarchy inherent in a society predicated on aristocracy. 
Intellectual studies and the upper claases, presumably, had a peculiar 
affinity for each other because both had a directive function to perform, 
the one over sense and the other over the lower classes, who were 
largely motivated by sense.* 

No long-standing claim was made, it will be noted, that intellectual 
studies like the trwium of grammar, logic, and rhetoric were more 
useful than studies, like science and trade, that involved sense. The 
value of intellectual studies arose not from any use to which they might 
be put but rather from the relation they bore to tho intrinsic nature 
of man. They were therefore valuable in and of themselves. Their 
value was inherent, self-contained. Useful studies were of a lower 
order because use would imply that a study was a means to an end, 
that its value was in part determined by the end which it subserved. 
Obviously, a study whose value was not self-contained could not rank 
so high as one whose value was self-contained. Furthermore, for a 
study to derive its value as a means implied that it was somewhat 
menial in nature. To be a means to some other end was too much like 
being a slave to a master. Therefore, as long as society formed an 
aristocracy, where the merit of an upper class resided intrinsically — if 
accidentally — in its being well or nobly bom, utility was necessarily 
an inferior measure of the worth of studies. 

With the advent of modem science in the seventeenth century and 
particularly with the coming of the democratic revolutions toward the 
end of the eighteenth century, the criteria for the worth of studies 
began to imdergo modification. The brilliant success which science 
experienced from relying on sensory verification was the first breach 
in the theory that intellectual studies were intrinsically superior to 
those which were sensory or sensory as well as intellectual. The 

' For a fuller account of this view, see tupra, pp. 103-104. 

* For a fuller account of this view, see supra, pp. 90-100 136. 

' For another account of this view, see supra, p. 81. 
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whole theory collapsed when social revolution declared the intrinsic 
worth of not a few but all men. The most devastating weapon the 
revolutionaries used against the citadels of privilege, whether of a 
privileged social class or of privileged subjects in the curriculum, 
was the test of reasonable utility. 

Among the first to make a clear and considered statement of a 
utilitarian theory of the relative value of various subjects in the 
curriculum was the Englishman Herbert Spencer (182CH1903). A 
little after the middle of the nineteenth century Spencer published an 
essay What Knowledge Is Most Worth! that was widely read not only 
in England but in the United Stat^ as well. Greatly influenced by 
English titilitarianism and perhaps Darwinian evolution, Spencer 
arranged studies in the order of their use in aiding a society to survive. 
Thus, he arranged studies into “(1) those activities which directly 
minister to self-preservation; (2) those activities which, by securing 
the necessities of life, indirectly minister to self-preservation ; (3) those 
activities which have for their end the rearing and discipline of off- 
spring; (4) those a(!tivities which are involved in the maintenance of 
proper social and political relations; (5) those miscellaneous activities 
which fill up the leisure part of life, devoted to the gratification of 
the ta.stcs and feelings.”* 

It goes without saying tliat this proposal was regarded at the time 
as very radical. Not only was a utilitarian criterion of value just the 
opposite of the traditional one, but the value of studies themselves 
was turned upside down. Literary studies, which had long held 
first place under Humanism, were now at the bottom of the list. 
Anticipating this criticism Spencer went on to add in his essay, 
"We yield to none in the value we attach to aesthetic culture and its 
pleasures . . . [but] ... os they occupy the leisure part of life, so 
should they occupy the leisure part of education.”'^ 

The seed from Spencer’s thought did not bear fruit till the following 
century, and then it was a spore blown across the Atlantic that 
brought the best return. Before reaping that crop, however, it may be 
well to make a brief examination of the way in which the American 
educational soil was being prepared. In the last decade of the nine- 
teenth century two famous committees of the National Education 

* Spenceb, H., Education: Intellectual, Moral, and Physical, p. Y, J. M. Dent & 
Sons, Ltd., London. Spencer had something of a forerunner in his countryman 
George Combe (1788-1858), who thought the order of studies should be, first, man’s 
physical constitution ; second, his mental constitution ; third, his relation to phy- 
sical science ; and, fourth, social science. 

’ Ibid., pp. 30, 32. 
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Association, the Committee of Ten and the Committee of Fifteen, 
made reports both of which recommended that steps be taken to 
shorten the period of elementary education. This recommendation 
grew in part out of increased demands for time by the secondaiy 
school and in part out of a mounting awareness on the part of educators 
that the curriculum had accumulated considerable dead wood that 
needed to be chopped out.^ For a long time new demands on the 
curriculum had been met by simply adding supplementary’' materials 
without subtracting anything to make room for them. It was high 
time now, thought these committees, that the excessive accumulation 
of materials be made to undergo a critical review. 

In the first decade of the twentieth century a number of indi'vddual 
efforts were initiated to sift out the materials which no longer were 
important or relevant to the times in wliich children then Uved. As 
the movement grew in public significance the National Society for the 
Study of Education appointed a notable committee to report on 
economizing time through a determination of minimum essentials 
in the elementary school curriculum. This committee rendered 
three reports between 1915 and 1918.® In making its reports the 
committee made an inventory and tabular analysis of contemporary 
textbooks and courses of study. Tlie committee’s criterion for 
determining minimum essentials was frankly utilitarian. “Whatever 
is included must minister to the social needs common to ordinary 
American children,’’ it said.’ To ascertain these social needs with 
some degree of objectivity the committee employed some new devices. 
For one thing it obtained a consensus of men in the field as to what were 
minimum essentials in some subjects. For another, as in vocabulary 
and spelling, it rested its minimum list of words on a count of the 
frequency of their occurrence in newspapers and the like. On the 
whole, however, the final upshot of the work of this committee went 
little further than the elimination and rearrangement of old materials. 

This, of course, was only a start in the direction of scientifically 
building the curriculum on the basis of the new measuring devices that 

‘ For the effect of other economica of time recommended by these reports, see 
swpra, pp. 401-407, 442-443. 

’ National Society for the Study of Education, 14th Yearbook, Part I, Minimvm 
EsserUiah in Elementary School Subjects, Univeraity of Chicago Prosa, Chicago, 
1915; 16th Yearbook, Part I, Second Report of the Committee on Minimal Essentials 
in Elementary School Subjects, Public School Publishing Company, Bloomington, 
111., 1917; 17th Yearbook, Part I, Third Report of the Committee on Economy of Time 
in Education, Public School Publishing Company, Bloomington, 111., 1918. 

’ National Society for the Study of Education, 14th Yearbook, Pt. I, op. cU. p, 

16 . 
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were just begmning to gain professional acceptance at this time. 
As the devices improved and as professional confidence in their 
efficacy increased, even bolder efforts at curriculum reconstruction 
were projected. “Pruning out the dead wood,” vigorously declared 
the Department of Superintendence in a yearbook shortly after the 
First World War, “selecting minimum essentials from total possible 
content, adding supplementary material — tinkering with the cur- 
riculum — will no longer answer the need. A complete revision is 
demanded by both educators and laymen.”^ 

In starting the reconstruction of the curriculum from the ground 
up, it became of preeminent importance first to determine the aims 
of education. Here, too, the new measuring techniques were useful 
in making a sociological survey of the existing educational aims of 
contemporary society. Many were so enthusiastic over these scientific 
results that they were ready to allow science not only to state what 
•were the aims of education but to dictate what they should be as well. 
Naturally, such a conclusion would have been nonprogressive and 
would have fastened the social status quo on both the aims and the 
curriculiun of the schools. Educational philosophers were not 
alow to point out that, wliile science could properly ascertain what 
educational aims were actually held, it was the province of educational 
philosophy to determine what aims should ideally control the selection 
of the curriculum.* The predominant educational philosophy of the 
day, to which reformers turned for their aims, was that of John 
Dewey (1859- ). Consequently, curriculum reconstruction for 

the next two decades was profoundly influenced by liis pragmatism, or 
instrumentalism . 

In the lead among those who, starting with the aims of education, 
sought a complete rather than a patchwork revision of the curriculum, 
was Franklin Bobbitt (1876- ). From the outset, Bobbitt was 

aware that fundamental thinking about the curriculum was con- 
fronted with “two antagonistic schools of educational thought. 
On the one hand are those who look primarily to the subjective results: 
the enriched mind, quickened appreciations, refined sensibilities, 
discipline, culture. ... On the other hand there are those who hold 
that education is to look primarily and consciously to efficient practical 
action in a practical world.”' For himself Bobbitt, following Dewey, 
chose the latter school of thought. 

'■ National Education Association, Department of Superintendence, 3d Year- 
book, Research in Construdinff the Elementary School Curriculumj p. 10, Department 
of Superintendence, National Education Association, Washington, D.C., 1025. 

■ For a further discussion of the evolution of aims, see supra, pp. 17-10. 

» Bobbitt, F., The Curriculum, p. 3, Houghton Mifflin Company, Boston, 1018. 



CURMCULUM 


297 


To arrive at sound educational objectives and thence at an effective 
curriculum Bobbitt proposed to make an “activity analysis” of the 
broad range of human experience into its major fields. After a wide 
examination of materials ranging from newspapers to the Encyclopaedia 
Britannica and from literature to science, he. proposed ten major 
fields. In arriving at these ten he was anparently no little influenced 
by the Seven Cardinal Principles of Secondary Education, which pre- 
ceded his own list by a half-dozen years; these principles in turn bore 
an obvious resemblance to Spencer’s What Knowledge Is Most Worth? 


Bobbitt^ 

Language activities 

Health 

Citizenship 

General social contacts 
Keeping mentally fit 
Leisure occupations 
Religious activities 
Parental responsibilities 
Unspecialized practical 
activities 

Vocational activities 


Seven Cardinal Principles^ 
Fundamental Processes 
Health 

Home membership 
Vocation 
Citizenship 
Leisure time 
Ethical relationships 


Spenaer^ 

Self preservation 
Procuring necessities of 
life 

Rearing children 
Social and political rela- 
tions 
Culture 


After arriving at these major objectives the next step, as another 
pioneer in curriculum construction, Werrett W. Charters (1875- ), 

BO well pointed out, was to formulate principles stating how to get 
from aims to curriculum content. His own suggestion was to take 
one’s major objectives or ideals and break them down into subgroupts 
of minor objectives. By continuing to break objectives down into 
more and more minute parts one would come ultimately, as did Bob- 
bitt, too, in the end, to specific immediate activities to be performed. 
These activities, then, were to be arranged in the order of their social 
usefulness, particularly in the order of their usefulness for children. 
Of course, there would not be time enough to give instruction in all 
these activities; therefore, a further selection of the more important 
ones had to be made in terms of the time available. These activities, 
finally, were to constitute the curriculum. 

Activity analysis took a variety of later forms. In one direction 
it became “job analysis,” the analysis of the activities in which one 

’■ BoBsrrr, F., How to Make a Curriculum, pp. 11-29, Houghton Mifflin Co., 
Boston, 1924. 

* National Education Association, Commission on the Reorganization of 
Secondary Education, The Cardinal Principles of Secondary Education, US. 
Bureau of Education, Bulletin 35, 1918. 

* Supra, p. 294. 
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would have to perfect himself to prepare for a particular job or post. 
In another direction it took the form of an examination of pupil 
errors and difficulties in learning in order to make curriculum selec- 
tions that would avoid or correct them. In some instances analyses 
were made of the social activities of a particular community or of a 
group in the community such as the consumers.* 

While men like Bobbitt and Charters were devoting their energies 
to the evolution of principles for the revision of the whole curriculum, 
others were engaged in more limited operations. Committees to 
review the curriculum from the perspective of particular subject- 
matter fields had been popular ever since the Committees of Ten and 
Fifteen. The results of most of the early committees, however, 
were composite committee judgments and affected selection principally 
in terms of the relative amount of time that should be spent on different 
subjects and what grade placement they should have. But the reports 
of later committees like The Classical Investigalion, The M odem Foreign 
Language Study, and the Report of the Commission on the Social Studies 
of the American Historical Association went much further and employed 
experimental studies to authenticate their final contslusions.^ 

Although practically all curriculum reformers of the second quarter 
of the twentieth century were instrumentalists, or pragmatists, 
none was quite so radically instrumental in his approach to the 
curriculum as was Dewey himself. Unlike Bobbitt, Dewey did not 
think of educational aims as being drawn up in advance and independ- 
ent of a problem demanding learning. To him lists of objectives, 
like those of educators from Spencer to Bobbitt, were chiefly useful to 
determine scope and proportion in the whole course of study. For 
Dewey, curriculum reconstruction was one ■with the continual recon- 
struction of experience itself — liis definition of education. The cur- 
riculum, therefore, literally emerged from the process of adapting and 
readapting past e.xperience to achieve aims that themselves were formu- 
lated as the best way of solving actual problems of the learner. 

This view of Dewey’s gave the interests and needs of the child 
greater weight as a criterion for selecting studies than Bobbitt or 
even Charters had given them. The Committee on Economy of 
Time had recommended that studies be selected which were within 

'■ For example, II. Harap, The Education of the Consumer, The Macmillan Ckjm- 
pany. New York, 1924 and The Technique of Curriculum Making, The Macmillan 
Company, Now York, 1928. 

• For a bibliography of the more important curriculum surveys in this period, 
see J. M. Gwynn, Curriculum Prineiplce and Social Trends, pp. 147-148, The 
Macmillan Company, New York, 1943. 
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the capacUy of the child. But here was a demand that the curriculum 
be selected on the basis of his wants. This raised a whole chain of 
questions, the question of the relative importance of adult and child 
interests, of immediate and deferred values in the curriculum, and of 
the nature of the learning process itself.^ Indeed, thoroughgoing 
curriculum revision even raised profound questions of social philos- 
ophy. In forming the curriculum from its foundations, for instance, 
the question arose whether the new curriculum should be governed by 
objectives consistent with current society with all its inadequacies 
or by objectives contemplating a radical reformation of society itself. ‘ 

SUBJECT MATTER VS. THE ACTIVITY CURRICULUM 

The question whether the curriculum should be child- or adult- 
centered was one of nineteenth-centiuy' origin. To answer it, one 
must also take up the further question whether the curriculum should 
be conceived of as composed of activities or subject matter. Through 
the ages, the curriculum had been organized about subject matter. 
Indeed, so long had subject matter held sway that its acceptance had 
come to be quite uncritical. People had either forgotten or were 
quite unaware of the implications of the traditional conception of 
subject matter till the child-centered or activity curricula, emerging 
in the late nineteenth and early twentieth centuries, forced a critical 
examination of curriculum theory. 

Originally, of course, the curriculum was a phase of the social 
heritage. It was the stock of meanings or past problem solutions 
which the group prized so highly that it prescribed their learning as a 
condition of adult membership in the group. The enlargement of 
society’s store of meanings, which came wth the passing of time, 
would have become very unwieldy had it not been for the systematic 
classification of these meanings into such subdivisions of subject matter 
as mathematics, grammar, and history. This classification of the 
whole field of knowledge, as well as the organization of each sub- 
division of subject matter within it, was highly logical. This was to 
be expected, for both ancient and modem science long held to a theoiy 
of knowledge which believed that objective reality had a logical 

* See the reactions to these and other problems in curriculum theory of a top 
committee of curriculum experts in National Society for the Study of Education, 
26th Yearbook, Pt. II, The Foundations and Technique of CuTriculum-construction, 
Public School Publishing Company, Bloomington, 111., 1930. 

* For a theory of curriculum revision taking this view, see P. E. Harris, The 
Curriculum and CvUutoI Change, D. Appleton-Century Company, Inc., New York, 
1937. 
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structure which could be known and stated. ‘ With such a premise 
it was quite reasonable to conclude that the logical organization of 
subject matter was more than a mere convenience of the human mind, 
that somehow it conformed to the stubborn facts of reality, to an 
invincible order in nature. 

Such a view of subject matter naturally made a Procrustean bed 
out of the curriculum. The curriculum was fixed in advance. As 
the child alone was pliable, he was made to conform to it. No wonder 
this sort of curriculum well earned its later epithet of “subject matter 
set out to be learned.” Learning became either a mastery of the 
logically organized subject-matter account of the world as it was or, if 
subject matter was not regarded a.s very important, a discipline of the 
mind by the unyielding dimensions of its logic. Under these circum- 
stances the textbook — which, too, was logically organized — was 
usually the curriculum. Or if the teacher was eclectically inclined 
to draw on several texts, scissors and paste would easily produce a 
composite one. 

Such was the almost exclusive theory of the nature and organiza- 
tion of the curriculum from earliest times down to the end of the 
nineteenth century. Indeed, it still retained strong supporters in 
the twentieth century as well. In these two centuries, however, this 
theory was to meet its first serious challenge. It was the French 
romanticist Jean Jacques Rousseau (1712-1778) w'ho first suggested a 
radically new approach to the curriculum. To him the child reflected 
the order of nature as w'ell as the curriculum. Indeed, a sentimental 
and almost reverent regard for the child caused Rousseau to assign 
the child the more commanding place in the hierarchy of nature. 
Consequently, in his famous book Emile, far from subordinating the 
child to the curriculum, Rousseau did quite the reverse. He sub- 
ordinated the curriculum to the child. He gave the drives that were 
urgent within the child the first claim on his attention in selecting 
and organizing the curriculum. 

While Rousseau fired people’s imaginations, he accomplished 
nothing practical himself. It therefore remained for another roman- 
ticist, the German idealist Friederich Froebel (1782-1852), the author 
of the kindergarten, to start educators on the road to effectually 
building their curricula around the nature of the child. To Froebel 
the goal of education was self-realization. “ Following the idealistic 
philosophy of Immanuel Kant, Froebel looked upon the child as 
having an a priori self-active nature that was constantly striving to 

‘ For a further consideration of this philosophy, see supra, pp. 102-106. 

' For a further consideration of this aim of education, see supra, pp. 14-16. 
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assert itself.^ In fact, the education of the child, far from being only a 
product of the outside world, was an active impressing on the outside 
world of an unfolding inner nature. According to this view the curric- 
ulum was not something that originated exclusively outside the child. 
On the contrary, learning started from within ; it was a working from 
within out, a process of realizing an inner self. In order to accord with 
this fact, therefore, the selection and organization of the curriculum 
would have to take the dynamic nature of the child into account. 

Froebel’s great emphasis on the inner self-active nature of the 
chUd should not lead to the conclusion that he neglected the social 
culture. In fact, he realized full well that the child was in large meas- 
ure dependent on the outer world — the experience of others — ^in 
order to give effective direction and form to his inner nature. Hence, 
only by reaching out to make tiie outer inner could the child hope to 
give outward expression to his inner nature. Thus, in the form of a 
good Hegelian triad Froebel achieved an integrated learning experi- 
ence, a synthesis of the thesis of inner nature with the antithesis of 
external social culture. Yet note that the outcome of this synthesis did 
not make knowledge or subject matter the center of the educative 
process. Rather was the outcome a further stage in the self-realization 
of the child. The social culture or subject matter was but the nutritive 
material on which the self grew and realized itself. 

Not all those who oriented the curriculum to the nature of the 
child did so out of sympathy with Froebel’s idealistic philosophy. In 
America many arrived at such a curriculum by relying on the new 
dynamic, or functional, psychology of William James (1842-1910) and 
Edward L. Thorndike (1874- ), which was just beginning to 

establish itself at the end of the nineteenth century.* In two ways this 
educational psychology was enlisted in the service of a child-centered 
curriculum. On the one hand, positively it stated as a matter of 
empirical observation rather than piulosophical speculation that 
the child at birth was organically possessed of a sizable list of instincts 
and impulses. The dynamic, propulsive nature of these native pro- 
pensities led many educators to exactly the same conclusion as the 
Froebelians’, that the curriculum must be fashioned to give expression 
to these assertive capacities. The fact that these educators arrived 
at this conclusion on scientific rather than philosophical grounds, 
however, frequently did not make them any less romantic or senti- 
mental than the Froebelians in their regard for child nature. 

‘ For a further ooneideration of this educational philosophy, see supra, pp. 
124^126. 

' For a further account of this educational psychology, see lupra, pp. 150-155. 



302 


A HISTORY OF THE PROBLEMS OF EDUCATION 


On the other hand, negatively it greatly discredited the old theory 
of learning as formal discipline, the theory that the important thing in 
learning was not so much the content learned as the general mental 
power developed.^ In its place dynamic educational psychology gave 
wide currency to the notion of the specificity of learning, that one 
learned specific ways of responding to specific situations. If this latter 
theory were the true one, then the content of the curriculum would 
have to be restored to importance. The curriculum would have to be 
stated in terms of the specific responses or activities that it was found 
desirable for children to learn. 

The more specific effect of these ideas on the curriculum was to 
state the curriculum, not so much in terms of logically organized 
subject matter about the world and adjustments to it that adults 
had learned, as in terms of the activities of cliildren themselves. 
Naturally, this was easiest to do in the kindergarten, which concerned 
itself with the education of children below the age when conventional 
subject matter was ordinarily introduced. There the curriculum 
consisted of songs and play, the spontaneous activities of all children. 
But the Froebelian yeast soon began to leaven the subject-matter 
curriculum of the elementary grades as well, as Frocbel certainly 
intended it to do. 

An early instance of this leavening process was to be seen shortly 
after the Civil War at Quincy, Massachusetts, where Colonel Francis 
W. Parker (1831-1902), strongly influenced by Frocbel, first gave 
promise of the distinguished career he later enjoyed. To bring the 
curriculum closer to the native activities of the child Parker tore out 
the partitions which logical organization had almost necessarily 
erected between various subjects in the curriculum. Thus, reading 
was taught, not as an independent subject, but as a means of acquiring 
information about history, science, and the like. Writing was taught, 
not as an isolated art, but as a means of communication. Spelling 
was handled incidentally to wiiting instead of having a separate status. 
At the turn of the century John Dewey, one of America’s leading 
educational innovators, went even further in his experimental school 
at the University of Chicago. There he instituted a curriculum 
which gave a central position to such activities as cooking, sewing, and 
carpentering, activities with which the child was already familiar in the 
community. Subject matter was taught, too, but in conjunction with 
these activities rather than in the conventional fashion. Later some 
schools like the elementary school at the University of Missouri 

* For a further account of this psychological theory, see supra, pp. 139- 
141. 
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abandoned traditional subject matter altogether in favor of a fourfold 

curriculum of observation, play, stories, and handwork. ^ 

LOGICAL vs. PSYCHOLOGICAL ORGANIZATION OP THE CURRICULUM* 

The activity, or child-centered, curriculum was not long in coming 
into open conflict with the traditional logically organized subject- 
matter curriculum. The defenders of tradition were sure the senti- 
mentalism of this new education could result in nothing but a 
pampering of the child. The advocates of the child-centered curric- 
ulum in turn went so far as to assert that whatever was inert, mechan- 
ical, routine, and formal in the schools resulted precisely from a 
subordination of the child’s interests and needs to the adult social 
demands of logically organized subject matter. The conservatives 
backing the traditional idea of “subject matter set out to be learned’’ 
retorted that one could hardly expect anything but a whimsical and 
capricious curriculum when it was predicated on the ephemeral and 
self-centered impulses of the child. Tlie adherents of the child-centered 
curriculum rejoined that at least their curriculum had the virtues of 
interest, spontaneity, and free initiative, to which the defenders of the 
traditional subject-matter organization made the surrejoinder that 
theirs preserved a sense of vigor, discipline, and ordesr. The conflict was 
carried even into teacher-training institutions, the one group demand- 
ing teachers with a sympathy for children cultivated through a study 
of child psychology, the other, teachers fortified in scholarship through 
a curriculum ensuring an adequate command of subject matter. 

The clash of these antithetical points of view generated much 
heated controversy. In the end, the heat grew so intense as to burst 
into a flame which happily illuminated the area in w'hich a resolution 
of the conflict was to be found. The chief source of light on this 
conflict came from the direction of John Dewey, one of the parties 
to the controversy. In part, his fame rests on a little brochure 
entitled The Child and the Cnrriculum that he wrote at this time. 
In this brochure Dewey deplored both depreciation of the immaturity 
of the child and the sentimental ideahzation of him. The weakness 
in both tendencies, he thought, stemmed from a common fallacy, 
the fallacy of taking a fractional view of child development. The 
supporter of traditional subject matter, repelled by a glance at the 

* Mebiam, J. L., Child Life and the Curriculum, World Book Co., Yonkers, N.Y., 
1920. 

* Since methods of instruction are also concerned with organization of the cur- 
riculum, Chaps. VII and VIII, but especially the latter, should be reviewed in 
connection with this section. 
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crudity and immaturity of the child, turned ao quickly to dependence 
on the mature and ordered experience of adult subject matter that he 
failed to appreciate the promise of growth contained in the cluld’s 
early strivings. The supporter of the child-centered curriculum, 
tarried away with the promise of spontaneously budding capacities, 
shortsightedly confined his attention to child growth as if it were a 
completely self-contained and self-explanatory principle. 

Constructively, Dewey saw these two points of view as comple- 
mentary rather than contradictory. “Abandon the notion of subject 
matter as something fixed and ready-made in itself, outside the child’s 
experience [he said to the one group]; cease thinking of the child’s 
experience as also something hard and fast; see it as something fluent, 
embryonic, vital [he said to the other group]; and we realize that 
the child and the curriculum are simply two limits which define a 
single process. Just as two points define a straight line, so the present 
standpoint of the child and the facts and truths of studies define 
instruction. It is continuous reconstruction, moving from the 
child’s present experience out into that represented by the organized 
bodies of tnith that we call studies.’’* 

To state this somewhat differently, the child-centered curriculum 
and the subject-matter curriculum had a common denominator, 
experience. Both were essentially activity curricula. The child- 
centered curriculum was professedly activistic, and the subject-matter 
curriculum on analysis turned out to be so. What was grammar, 
for instance, but a way of acting when one wants to speak accurately? 
Or what was the tt formula in geometry but a way of acting when 
one wants to square a circle? The nub of the curriculum controversy, 
therefore, was not how to conceive the nature of the curriculum. 
The real point at issue was how to organize it. 

The traditional subject-matter curriculum, as already seen, was 
logically organized. It was, therefore, made up in advance and set out 
to be learned. The expectation >va8 that the child would appropriate 
it or learn it as presented. Logically sound as this organization might 
have been for the adult, it was, as Dewey pointed out in his Child 
and the Curriculum, psychologically unsound for the child. The 
child, because he is a beginner, is not ready to start with the completed 
experience of the adult. Consequently, the teacher must organize 
the curriculum, not in logical order to suit adult purposes, but in a 
psychological order to capitalize on the child’s present experience and 
capacity. “A psychological statement of experience,’’ declared 

' Dewbt, J., The Child and the CuTrieuhtm, p. 16, University of Chicago Press, 
Chicago, 1903. 
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Dewey, "foUowB its actual growth; it is historic; it notes steps actually 
taken, the uncertain and tortuous, as well as the efficient and success- 
ful. The logical point of view, on the other hand, assumra that the 
development has reached a certain positive stage of fulfillment. It 
neglects the process and considers the outcome.”^ 

In the last analysis, then, the order in which the curriculum was 
organized was determined by what function it was to perform, whose 
purposes it was to serve. There was nothing final about the logical 
organization of subject matter as had long been thought. On the 
contrary, logic was instrumental. It was a tool that could be shaped 
to serve the ends of adults or children. In a larger sense, therefore, 
according to Dewey, logical order was a phase of psychological order. 

Hence, subject matter was not opposed to child experience but in 
fact must be incorporated into his experience. Or, to summarize in 
Dewey’s own words, “Every study or subject has two aspects: one for 
the scientist as a scientist; the other for the teacher as a teacher. 
These two asp>ects are in no sense opposed or conflicting. But neither 
are they immediately identical. For the scientist, the subject matter 
represents simply a given body of truth to be employed in locating 
new problems, instituting new researches, and carrying them through 
to a verified outcome. To him the subject matter or the science is 
self-contained. He refers various portions of it to each other; he 
connects new facts with it. He is not, as a scientist, called upon to 
travel outside its particular bounds; if he does, it is only to get more 
facts of the same general sort. The problem of the teacher is a 
different one. As a teacher he is not concerned with adding new 
facts to the science he teaches; in propounding new hypotheses or in 
verifying them. He is concerned with the subject matter of the 
science as representing a given stage and phase of the development of 
experience. His problem is that of inducing a vital and j>ersona1 
exp>eriencing. Hence, what concerns him, as teacher, is the ways in 
which that subject may become a part of experience; what there is in 
the child’s present that is usable with reference to it; how such ele- 
ments are to be used; how his own knowledge of the subject matter 
may assist in interpreting the child’s needs and doings, and determine 
the medium in which the child should be placed in order that his growth 
may be properly directed. He is concerned, not with the subject 
matter as such, but with the subject matter as a related factor in a 
total and growing experience. Thus to see it is to psychologize it.’’^ 

It may be well to cast the instrumentalism of Dewey’s logic in the 

^ Ibid., p. 25. 

> Ibid., pp. 29-30. 
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larger context of his instrumentalistic or pragmatic, educational 
philosophy.^ Profoundly influenced by Darwin’s theory of evolution, 
Dewey, it will be remembered, thought of education as a constant 
reconstruction of experience in order to adapt and readapt to a chang- 
ing environment. Successful adaptation of experience depended on 
being able to enlarge the implications of present experience by bringing 
one’s own and others’ past experience to bear on it. In the light of the 
larger experience, then, the most appropriate adaptation could be 
made. Under such circumstances the funded experience of the past 
had an instrumental function to perform; it was learned incidentally to 
solving a problem. The social heritage — subject matter, knowledge, 
information, facts — was to be learned not for its own sake or as an 
end in itself. Hence, the curriculum could no longer lie made out in 
advance. Rather did the teacher and pupil have to make it on the 
spot when a problem of adjustment arose and when it became clear 
just what sort of subject matter would bo needed for a solution. 

This did not mean that the teacher could not plan for the curricu- 
lum in advance. Long-range planning, however, was consigned to 
the course of study. The terms “curriculum” and “course of study,” 
which many educators used interchangeably or even synonymously, 
thus come to have different meanings for some who followed Dewey’s 
analysis of the curriculum problem. The term “course of study” 
they applied to a suggcstwl progi-am of possible and even probable 
experiences which the cliild might have, all arranged so that the teacher 
could at any time judge of the coherence and comprehensiveness of 
what the child was learning. The term “curriculum” they reserved 
for the sum total of all actual experiences of the child, growing out of 
his scholastic activities. 

When it was published in 1903, Dewey’s Child and the Curriculum 
seemed like a very reasonable resolution of the curriculum controversy 
to which it addressed itself. In fact, most of the progressive educators 
of the century took it as the basic theory of their curricula. Yet there 
were still a significant number of other progressive educators who 
continued to employ an activity curriculum based on a highly romantic 
and sentimental regard for the child’s interests and needs. Opposite 
them remained an even more significant number of “cssentialists,” 
who still insisted on a place for the “exact and exacting studies” 
of logically organized subject matter.’ From their extreme positions 

> For a fuller account of Dewey's educational philosophy, see supra, pp. 129- 
132. 

’ For example, W. C. Bagley, "Is Subject Matter Obsolete?’’ Educational 
Administration arid Supervision, 21 : 401-412, September, 1035. 
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on the flanks of the curriculum problem these two groups continued to 
snipe at each other until the middle of the century. Many of the 
shots from both sides fell short and thus unfortunately included within 
their target educators who followed in the more moderate footsteps of 
John Dewey. 

CULTURE-EPOCH AND RECAPITULATION THEORIES 
OP THE CURRICULUM 

In seeking defensibly logical or psychological organizations of 
the curriculum a number of schemes were turned up that enjoyed 
more or less popularity from time to time. Two of the most important 
of these schemes stemmed from the nineteenth century. One was the 
culture-epoch, or recapitulation, theory and the other the theory of 
correlation and concentration. 

The theory of culture epochs was predicated on a philosophy of 
history. A slight reading of history will reveal to almost anyone that 
mankind has passed through various epochs of culture. Professing 
to discern a cosmic design in the progression from epoch to epoch, 
some authorities claimed that each generation had to repeat this 
progression epoch by epoch in order to achieve cultural maturity 
in its own day. This theory was already ages old long before it 
was popularly invoked in the latter part of the nineteenth century as a 
principle for curriculum guidance.^ There is even some evidence that 
the early church fathers had recourse to this doctrine to persuade 
early Christians of the necessity for studying Greek culture and not 
skipping it as pagan. Their argument was that since God had led 
mankind through the culture of the Jews to that of the Greeks and 
from thence to Christianity, the contemporary curriculum could do no 
better than to select and arrange its subjects so as to repeat these 
stages or epochs. 

Echoes of this argument were still to be heard in nineteenth-century 
German philosophy. There it was part of Hegel's absolute idealism to 
point to history as the record of the way in which the Absolute was 
working itself out in the aifairs of men. The modem educational 
application of this theory was made in the writings of Johann Fiiederich 
Herbart (1776-1841), particularly as they were interpreted and 
adapted by his follower Tuiskon Ziller (1817-1882) to formulate the 
modem statement of the culture epoch theory. According to Herbart 
and Ziller the genesis of knowledge in the individual had to accord 

‘ VanLiew, C. C., "The Rducationol Theory of the Culture Epochs," National 
Herbart Society Yearbook, 1896, pp. 74-98. 
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both in mode and in arrangement with the same course the genesis 
of knowledge took in the history of the race. 

The culture-epoch theory derived no little of its popularity in the 
nineteenth century from the scientific reinforcement it seemed to 
receive from the promulgation of Darwin’s evolutionary hypothesis. 
Evolution, as a moment’s thought will indicate, was itself a theory of 
history, a theory of the natural history of biological forms. A careful 
examination of the course of evolution or natural history revealed a 
tendency for nature to recapitulate itself. This tendency is particu- 
larly clear in the science of embryology. The embryos of most species 
in their development from conception to birth have been found to 
recapitulate much of the evolution of the species to which they belong. 
As can well be imagined, men were not long in recognizing the paral- 
lellism between the culture-epoch theory and evolution as revealed 
in embiyology. Many at once jumped to the conclusion that this 
biological theory clinched the case for the culture-epoch theory; in 
fact, many changed its name to the “recapitulation” theory, by which 
it is still frequently known. 

But granted now that curriculum makers should be guided by the 
culture-epoch, or recapitulation, theory, just what were the specific 
stages of cultural development to be incorporated into the curriculum? 
Here again there were two theories. According to one, the materials 
of the curriculum were to be arranged in the order in which the human 
faculties unfolded. Thus the teacher was to begin with physical 
objects on which the child could exercise his senses of perception. 
Next, when the child’s ima^nation was awakening, the teacher would 
present different materials such as myths and poetry'. Still later the 
teacher would proceed to memory work and finally to subjects requir- 
ing reason. 

According to the other and more popular theory, curriculum 
materials were to be arranged according to socioeconomic epochs in 
the uttfolding history of the race. Following this lead, the teacher 
commenced with a study of nomadic peoples. (Doubtless this is how 
the Indians and Eskimos origirudly entered the curriculum, where they 
have stayed well into the twentieth century.) After studying nomadic 
culture, the teacher passed on to pastoral peoples and thence to the 
more settled culture of agrarian civilization and finally wound up with 
a study of the industrial epoch. 

Some held to the culture-epoch theory so rigidly that they thought 
the curriculum should recapitulate each epoch without fail. The 
author of the kindergarten, Friederich Froebel, was one of these. 
“Each successive generation,” said he, “and each successive human 



CDBfilCULUM 


309 


being, inamuch as be would understand the past and present, must 
pass through aU preceding phases of human culture.’’^ h^irthennore, 
he wrote, “If the moment of the natural budding of the new subject of 
instruction has been missed, every later attempt arbitrarily to introduce 
the subject lacks interest. . . . The distinctive character of a natural 
and rational life-stirring and developing system of instruction lies in 
the finding and fixing of this point. For when it is truly found, the 
subject of instruction grows independently in aecordance with its own 
living law.”* The great educational psychologist G. Stanley Hall 
(1846-1924) took much the same view. Indeed, he even went further 
to contend that such a view provided a “catharsis” for the child, 
that it early purged him of long since outmoded types of racial behavior 
which, if not eliminated now, might later manage to gain expression 
under very embarrassing circumstances.* 

The culture-epoch theory was the vogue in American curriculum 
construction for several years before and after the turn of the twentieth 
century. Obviously it required an alert teacher to detect what period 
of race history happened to be in the ascendant in a child’s growth so 
that the appropriate curriculum could be presented to coincide with 
this nascent tendency. Even if teachers were astute enough to arrange 
for this happy coincidence, there were some, like the educational 
philosopher John Dewey, who doubted that the culture-epoch theory 
had any factual basis in child nature. He not only challenged the 
theory’s proponents to prove it but insisted that, even if they could, 
they could verify it only by examining the child's current activities, 
which in any event formed a more reliable point of orientation for the 
curriculum than did remote epochs in the past. For Dewey the past 
should not fix the direction of present growth but rather should be a 
resource for aiding in the release of impulses clamoring for expression 
in the present. But more of this presently. 

CORRELATION' AND CONCENTRATION 

A quite different but not unrelated approach to the selection and 
sequence of subjects in the curriculum was that represented by the 
theory of correlation and concentration. As Herbart saw the curricu- 
lum of his day, it was highly atomistic. Each subject seemed to be 
on a different shelf in the school. Indeed, he marveled how the 
student could take each one down independently for a short while 

* Quoted in J. L. Hughes, Froebel's Educational Laws for AU Teachers, p. 261, 
D. Appleton & Co., New York, 1897. 

* IJrid., p. 64. 

' For the psychological treatment of this view, see supra, p. 149. 
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each day and then repeat the process day after day with as little result' 
ing confusion as occurred. The great multiplication of subjects that 
the nineteenth century witnessed greatly aggravated the atomism and 
pluralism of the curriculum. 

The remedy that Herbert and later Zillcr worked out for this situa- 
tion was a plan integrating subjects through their correlation and 
concentration. The basic idea in correlation and concentration was 
to arrange subjects in the curriculum so that instruction in one was 
made to bear constantly on instruction in the others. Thus, in teach- 
ing geography it was very convenient to show its bearing on history 
and in teaching history to enrich it by reference to literature. These 
subjects were rarely found separate in the life outside of school, 
Herbartians ai^ed; why should they not be correlated in school? 

There were, in fact, even more fimdamental reasons for correlation. 
At bottom, the justification for the correlation of subjects was psycho- 
logical. Correlation was really a special case of Herbert's doctrine of 
apperception. ‘ Simply stated, it will be rememlxired, apperception 
was the doctrine that the child learns the new in terms of the old. If 
this was true within a ^ven subject like Imtory or geography, then 
why might it not be true between such subjects as well? Thus, Herbart 
and Ziller and their followers recommended using not only familiar 
historical facts as a background for learning new historical facts but 
familiar geographical data for the same purpose. Moreover, correla- 
tion could be counted on, not only to make learning richer in meaning, 
but to make it more interesting as well. Recognizing the new as some- 
thing already familiar is a pleasure that has long been attested by the 
experience of old and young alike. 

Carrying out the logic of Herbart’s theory on correlation, Ziller 
came to the conclusion, not only that appropriate, subjects should be 
correlated, but tliat there was probably some one subject which should 
form the core for correlating all the others. 'J'his theory of close or 
intensified correlation was known as the “theory of concentration.’’ 
For himself Ziller selected history as the core of concentration. Agree- 
ing with Herbart that the chief end of education was moral, he natur- 
ally selected history because he followed Hegel in viewing it as the 
record of the unfolding purpose of a divine Absolute. Colonel Francis 
W. Parker, eclectic American educational innovator, was skeptical of 
weighting history so heavily for fear that, as in Germany, it would be 
made an instrument for entrenching the social status quo. The 
McMurrys, Frank (1862-1936) and Charles (1857-1929), perhaps the 

• For a further background in the piiychology of correlation, see supra, pp 
143-146. 
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leading American Herbartians, made geography instead of history 
the core of concentration. Others took science and still others the 
social life of the school. 

Correlation as a vogue outlasted the culture-epoch theory. In 
fact, many who talked of an integrated curriculum in the decade before 
the Second World War really were thinking in terms of a correlation 
not very different from the Herbartian concept. The Herbartian 
theoiy of correlation, however, was not without its difficulties. A 
moment’s reflection will disclose that all subjects did not readily 
reinforce each other. The correlation of science and literature, for 
instance, while natural at a few points, was often forced in order to give 
the learner a unitary experience. But this forcing of correlation 
beyond the connecting logic of apperception was clearly arbitrary. 
It was like trying to make trees by gluing boards together. 

INTEOHATBO, DROAn-FIELDS, AND CORE CURRICULA 

Although the Herbartian theory of correlation and concentration 
disclosed weaknesses and limitations, nevertheless the idea of endeavor- 
ing to achieve some integration of the curriculum into units larger than 
the old individual subject-matter divisions steadily moimted in 
importance in the twentieth century. Most radical here was the 
innovation that attemptwl to work out a curriculum where the cliild’s 
own experience was the integrating factor. This conception contrasted 
sharply with Herbartian correlation, where integration was achieved, 
not so much by the child, as by the teacher, who presented his pupU 
with knowledge already correlated and integrated. Such a result was 
about what one might expect from a realistic educational philosophy 
that bordered on the mechanistic.^ Advocating the child as the 
nuclear agent for integration was Procbcl. Indeed, what could bo 
more logical for an idealistic educational philosopher who believed 
that knowledge was formed by a priori categories of the mind?® 
Dewey’s pragmatism came to similar conclusions, for there, too, the 
individual exei'cised great initiative in planning adjustments and in 
systematizing his subsequent experiences. The later Gestalt psychol- 
ogists also ranged themselves with Froebcl and Dewey and against 
Hcrbart — and against Thorndike, too, to the extent his educational 
psychology was meclianistic — for they accepted integration as an 
initial datum of personality. Such a strong array of influences 

‘ For a more extended consideration of Herbart’s educational philosophy, see 
supra, pp. 127-129. 

* For a more extended eonsidcration of the idealistic educational philosophy, 
see supra, pp. 120-127. 
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naturally worked for integration in the curriculum from quite a dif- 
ferent angle from correlation. 

Curricula integrated in terms of child experience went by various 
names. They were known as "integrated," “experience," "activity," 
"unit,” and "project curricula.” In every case, however, the cur- 
riculum originated in the immediate life activities of the children them- 
selves. The activities of life, of course, are never simple, nor do they 
present themselves sorted out with labels like "arithmetic" and “geog- 
raphy.” On the contrary, life situations are usually very complex 
and cut clean across conventional subject-matter lines. Consequently, 
in taking up life at the point of some ongoing activity of the child a 
great variety of resources from the social heritage might be necessary 
to supply his needs or fulfill his purposes. As the child mobilized 
these resources and finally organized them to achieve his objectives, 
he achieved a personally tailored integration quite diilercnt from any 
ready-to-wear garment of logic that the Herbartian teacher might 
have presented him with. In such a situation, naturally, no course 
of study integrated and planned in advance would be adequate. Yet 
neither would a curriculum of a purely extemporaneous and occasional 
character give definite assurance of an adequate scope of experience 
at the end of a school year or even at the end of several school years. 
Hence, to ensure against gaps or disproportion in the curriculum, the 
integrated, experience, or project curricula liad to give very special 
attention to the “scope” and “sequence” of studies. 

Such a program for integrating the curriculum, though not uncom- 
mon in many progressive schools, was rather too advanced for most 
American school systems of the twentieth century. Generally, these 
fell back on some sort of compromise between it and Herbartian 
correlation. Among such compromises were the “broad-fields" and 
“core” curricula. The broad-fields curriculum sought greater unity 
by lumping logically related subject matters into a few major fields 
such as the physical sciences, life sciences, social sciences, fine arts, 
and humanities. Although a few major fields took the place of many 
subdivisions of subject matter, each field had a greater area than that 
of the combined subject matters it represented. Characteristic of the 
broad-fields curriculum were such courses as “general science,” 
"general mathematics," and "general language." Here too occurred 
experimentation with “survey,” "orientation,” and “exploratory” 
courses. 

In the decade preceding the Second World War the core curriculum 
was probably most popular. No doubt much of its popularity derived 
from the variety of ways in which it could be work^ out, all the way 
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from the prescribed curriculum of the nineteenth century to the inte- 
grated-experience curriculum of the twentieth. In fact, the core 
curriculum had its origin in the traditional prescribed curriculum that 
prevailed virtually unchallenged down to and well into the nineteenth 
century. In early days the main business of children was to become 
adults. What more natural, therefore, than to employ adult standards 
in selecting the curriculum leading to adulthood? Indeed, it was a 
kindness to children that those most familiar with the demands of 
later life should economize childFen’s learning efforts by prescribing 
the choicest and most significant things for them to learn. 

Commencing in the second quarter of the nineteenth century a 
strong reaction set in against the rigidly prescribed curriculum. In 
its stead the elective curriculum began to gain favor, becoming espe- 
cially strong at the end of the century. The great champion of the 
elective principle was Charles William Eliot (1834-1926). It reached 
the height of its development and acceptance at colleges like Harvard, 
where Eliot was president, and in the report of the National Education 
Association’s Committee of Ten, where all secondary school subjects 
were declared of eciual worth if pursued for an equal length of time 
under equally competent instruction.* 

Popular as the elective curriculum became, it never completely 
smothered the prescriptive principle. As the twentieth century wore 
on, interest in some sort of prescribed core of studies began to revive. 
Such a core first showed strength by being able to force a truce with 
the elective principle. Some subjects were to enjoy a privileged posi- 
tion in the curriculum, as if protected by an educational tariff wall; 
other subjects were made elective and thus thrown on their own 
resources to survive in the competition to attract students. The pre- 
cise formula for this compromise was to arrange the curriculum so that 
it would provide for both “concentration" and “distribution.” In 
some curricula this took the form of a system of major and min or 
studies. In others it took the form of prescribed groups of studies 
with election permitted within each group. 

Later, in the period between the two world wars, the interest in 
prescription centered largely in the core curriculum. An early form 
of this curriculum was one wherein there was a core of prescribed 
studies but with provision for variability of content and activities to 
meet the varying needs of individual pupils. A later type of core 
curriculum was really a fusion or correlation of a number of broad 
fields. It correlated these broad fields either on the basis of generali- 
zations common to them all or on the basis of relating them to some 

‘ For a further discussion of this notion, see infra, pp. 439-440. 
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agreed set of goals like that furnished by the seven cardinal principles. 
Some people even managed a correlation of broad fields around goals 
ari^g out of the child’s interests and needs. Still another sort of core 
curriculum found its center in a predominating broad field, most often 
the social studies. Apparently, where correlation is, concentration 
cannot be far away. 

ADMINISTRATION OF THE CURRICULUM 

The evolution from a subject-matter to an activity curriculum, 
from a logically organized to a psychologically organized one, and from 
the principle of a prescribed curriculum to that of an elected one had 
important implications for the administration of the curriculum as well. 
The traditional, prescribed, logically organized subject-matter curric- 
ulum for long derived its authority from the top of the administrative 
hierarchy. If changes were contemplated, the superintendent, princi- 
pal, or supervisors usually originated them. Once decided upon, they 
were passed on to the teachers, who paid them out into the currency of 
instruction. 

During the nineteenth and twentieth centuries the gradual shift to 
on activity curriculum, psychologically organized, with elective provi- 
sions for individual differences — in short to a more pupil-centered 
curriculum — was but the educational aspect of a broader shift in the 
center of gravity of authority. The larger social issue concerned a 
shift in control from extenial to internal authority. Hitherto, the 
authoritarianism of the Christian Church had been challenged by the 
Reformation and that of the monarchistic state by the French and 
American Revolutions. To many the times seemed opportune, 
because the forces of educational psychology and educational philos- 
ophy seemed to conspire, to introduce into education the same demo- 
cratic shift in control that Thomas Jefferson had sought to make in 
government. ‘ 

Educational administrators first began to share the responsibility 
of curriculum revision by appointing representative committees of 
teachers to take the matter in hand. The great majority of teachers, 
however, had no part in the planning. Their turn came when the 
activity conception of the curriculum began to take hold, when people 
began to make a distinction between the broad list of activities sug- 
gested by the course of study and the actual activities that occurred 
iu the school and constituted the curriculum. Under such a theory 
every teacher was almost necessarily involved in curriculum construc- 

* Cf. S. E. Morison, Three Centuries of Harvard, pp. 343-344, Harvard Uni- 
versity Press, Cambridge, Mass., 103G. 
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tion aU the time. Indeed, ae teachere consulted the interests and needs 
of children in the make-up of the daily program, one might add that 
the pupils themselves came to have a share in curriculum revision. 

TTie base of authority became even broader after the I^rat World 
War. - When course-of-study levifflon passed from tinkering mth the 
old course to building entirely new ones, there were lay and expert 
interests to consult as well. Thus, many committees responsible for 
large-scale revision had extensive representation from the lay public 
as well as from the teaching staff. But this was not the first time that 
the lay mind had made its wishes known about the composition of the 
curriculum. Ever since the nineteenth century, state legislatures had 
from time to time taken occasion to prescribe what public schools 
ought to teach, from the Constitution of the United States to the 
harmful effect of habit-forming drugs and tobacco.^ 

Reconstructing the curriculum and course of study from blueprint 
to the finished house of knowledge was often no mere local affair. In 
some places, like Virginia and California, revision became a state-wide 
program. Curriculum experts were called in, not so much for the 
actual revision, as to act in an advisory capacity. Many educational 
systems derived so much professional stimulation from fundamental 
state or local curriculum revision that they decided to keep their 
curricula under constant revision. This practice not only kept the 
curriculum from falling out of date but proved to be an excellent 
supervisory device for the in-service training of teachers. 

OUIDANCB 

The more the term “curriculum” came to apply to the actual 
experiences selected and organized to enrich the child’s life and the 
more it came to cover all the child’s experiences under the supervision 
of the school, the more the management of the curriculum came to be 
one with the process of guidance. It is, however, possible to recognize 
an identity of interest between these two fields of educational endeavor 
only at a relatively late state in the development of each. To bring the 
story of guidance up to date with that of the curriculum, it will be 
necessary to go back at least to the early years of the twentieth 
century. 

At its inception in the first decade of the century, "guidance” did 
not have the broad coimotation it acquired later in the middle of the 
century. It started out as the much more limited enterprise of voca- 
tional guidance. The idea of such guidance had been maturing in the 

* See J. K. FUtnders, Legialative Control of the Elementary School Curriculum, 
pp. 65, 98, Teacbere College, Columbia University, New York, 1625. 
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mind of Frank Parsons (1854-1908) for some years prior to 1908, when 
he managed to get philanthropic backing to open a counseling bureau 
in a Boston settlement house. Although this was the first bureau 
dispensing personal advice on vocations, there had long been a con- 
siderable literature addressed to people who were seeking economic 
success. Some of the literature sought to arouse the success motive, 
and some of it tried to give profitable hints about steps to such success. 
Such literature, followed ultimately by personal counseling, was a 
logical outgrowth of the American environment. America, the land 
of economic opportunity, certainly could not long be without guidance 
on how to estimate one’s talents and how to seize one’s opportunity. 
Moreover, in order to maintain a fluent and mobile American democ- 
racy, people woke up in the twentieth century to the obligation of 
seeking out and bringing to fruition the peculiar capacities of each 
individual. 

It is surprising that vocational guidance was not the outgrowth of 
the efforts of industrial management or, for that matter, of the interests 
of labor unions. It is equally surprising that it did not arise as a phase 
of vocational education or even of general public education. How- 
ever, though Vocational guidance did not originate in the schools, 
it quickly spread to them. Before the second decade of the century 
had been completed, it had spread in significant proportions from city 
to state and from state to nation. By the outbreak of the First 
World War a National Vocational Guidance Association liad already 
been formed and was soon publishing a periodic bulletin. 

In founding his vocational-counseling bureau Parsons operated on 
the belief that it was better to choose a vocation rather than to hunt a 
job. Choice of a vocation rested on two things, a survey of jobs and a 
self-analysis. Parsons’ theory of self-analysis attached great impor- 
tance to putting the analysis down on paper. In getting it down he 
freely used rating sheets and the technique of the personal interview. 
These implements of guidance were vastly improved as psychologists 
managed to perfect their scientific measurements of individual dif- 
ferences. Tests given to draftees in the First World War not only 
gave an intelligence rating for the first time on various occupations 
but also helped sift out men for special duties. On the whole, how- 
ever, these tests have been more successful in identifying vocational 
interest than in measuring vocational aptitude. 

As the psychological study of individual differences spread through- 
out the educational world generally, educators were quick to see the 
need for a guidance program much broader than mere vocational 
guidance. In fact, the beginning of an educational guidance had 
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already been visible in the number of “how to study” books that came 
off the press coincident with or following the time in 1910 when Dewey 
focused attention on method by publishing How Wo Think. But, in 
addition, educators were qiuck to perceive that the instruments of 
vocational guidance could be reshaped to their pwn ends. The idea 
behind exploratory and try-out courses, for instance, was readily 
adapted to the broad-fields curriculum, where the guidance possibilities 
of such courses as general science and general language could be 
exploited. 

The enlargement of the scope of vocational guidance into educa- 
tional guidance was completed by the enlargement of educational 
guidance into a guidance as broad as education itself. Educational 
guidance was originally concerned only with a child’s school career. 
This scope for the term was perhaps adequate so long as the curriculum 
confined itself to the traditional round of scholastic studies. However, 
as the curriculum came to be restated in terms of child activities and 
as the scope of these activities came to include, not only those under- 
taken in school, but a range of them as wide and complex as life itself, 
it was small wonder that some came to identify education and guidance. ^ 

‘ Bbewsb, J. M., EdueatUm as Ouidance, The Macmillas Company, New York, 
1932. 



CHAPTER XI 

RELIGIOUS AND MORAL EDUCATION 

ReligiouB and moral influences on education have been noted at a 
number of points in these pages. They have made themselves felt in 
educational aims, curriculum, methods of instruction, educational 
philosophy, and the issue of public vs. private schools, to mention but 
several topics. The treatment at each point, however, has been 
merely incidental. It is only proper that influences felt at so many 
points as religious and moral ones should now receive comprehensive 
and systematic historical treatment on their own account. 

Furthermore, religious and moral education has problems of its 
own. Among the most persistent oi these problems has been the 
question: To what extent is the formation of good character a function 
of. nature and to what extent a function of nurture? Obviously, 
much depends on how educators liave conceived of nature and nurture. 
Does human nature commence its educational career with the taint 
of original sin upon it? If so, can nurture or education do anything 
to correct the eflccts of that taint? Can good character be attained 
through a secular moral education alone, or must moral education 
be supplemented by religious education as well? Should there be a 
union or divorce of church and state for the purposes of religious 
and moral education? If a divorce, how shall the responsibility for 
religious and moral education be divided between them? 

FOLKWAT RELIGIOUS AND MORAL EDUCATION 

The moral education of most early peoples was folkway, or cus- 
tomary, in character. Among the ancient Greeks the best early 
account of folkway morality was to be found in the Homeric poems. 
From the Iliad and the Odyssey the Greek drew lessons in such virtues 
as piety, hospitality, courage, temperance, and self-control. The 
cardinal virtue was piety, especially filial piety. Formal and informal 
educational agencies, the school and public opinion — all united to 
inculcate and to enforce these moral virtues. Religion, too, added its 
sanctions to ensure that youth would grow up in virtuous habits. 
It is notable that religion among the Greeks was a thing of beauty 
rather than of fear. Its educational appeal was more ceremonial and 
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mediatoiy than doctrinal and moral. Children learned their reli- 
gion not only through participation in religious ceremonies but 
also through dances, games, and dramas that celebrated religious 
festivals. Although, as stated, there was nothing terroristic about 
Greek religion, it bears observing that the Greeks did not hesitate 
to employ fear and corporal punishment as wholesome incentives to 
conformity to the folkway standard of morality. 

Early Roman moral education was also of a folkway, or customary, 
character. Indeed, the early Roman had an unusually deep sense of 
duty to the statute and mural law and a keen awareness of spiritual 
powers external to man that conduct had to take into account. The 
wealth of Latin words laden with moral meaning that the English 
language has taken over is perhaps a small measure of Roman alertness 
to the moral quality of conduct. Thus Roman youth were taught to 
accent in their conduct the easily recognizable virtues of fortitudo, 
constantia, gravitas, pietaa, paiierUia, honeatas, prudentia, and teinper- 
antia. The religious observances that backed the moral virtues 
centered chiefly in the household lares and pennies. As a high standard 
of observance was maintained here, the religious education of children 
in the home was very effective. 

Religious and moral education among the early Jews, whose 
tradition the later Christians took over and extended, had the same 
basis in custom that the practice of the Greeks and Romans had. 
As the early Greeks drew the moral precepts of their religion from the 
Homeric poems, so the .Jews drew theirs from the Mosaic law. Other 
sacred writings were important, too, but they did not alter the funda^ 
mentally legal character of religious and moral instruction. With 
the Jews religious sanctions suffused education in manners as well as 
education in morals. Thus note the Biblical injunction, “Be not 
wise in thine own eyes: fear the Lord, and depart from evil.’’* Here, 
as frequently in early Jewish literature, “The fear of the Lord is the 
beginning of wisdom.’’^ 

CRITICAL RELIGIOUS AND MORAL EDUCATION 

Almost without exception religious and moral education through 
the folkways was authoritarian. Children learned folkway morality 
in the very act of being required to be obedient to it. Deviation from 
or criticism of the norm of conduct had no standing as part of the 
educational process. The Greeks, however, were the first to make a 
notable break in this rigidity of religious and moral education. As 

‘ Proverbs, 3: 7. 

> Fsalins, 111:10. 
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Greek political and economic influence spread over the Aegean area, 
men became increasingly aware of a wide diversity in the social 
conventions that reigned in moral education. As an outgrowth 
of this awareness there arose a group of teachers known as "Sophists” 
who tried to teach morality through a critical analysis of custom and 
convention.’ Conservatives, feeling insecure because they were 
uncertain where the unrestricted criticism of convention might lead, 
looked very much askance at this radical departure in moral education. 
Accustomed to think of virtue as an innate gift of the gods, they 
seriously questioned whether it could be acquired through training 
of the intellect in reflective criticism. 

The great advocate of teaching morality reflectively was Socrates 
(469-399 B.C.), the moral gadfly of Athens. In his mind, knowledge 
and virtue went hand in hand. To know the right, as he said, was 
to do it. To state this somewhat differently, Socrates claimed that 
no one would knowingly do what was wrong. If one did evil, it was 
merely because he was ignorant of the right or good. The good, 
according to the Sophists with their motto of "man the measure of 
things,” was a matter of individual opinion. Much as Socrates was 
devoted to making moral education a rational process, he was unwilling 
to go so far as to shift the basis of moral education from social con- 
vention to individual opinion. Yet, having gone far down the road 
toward the rational reconstruction of moral education, he saw that 
it was hopeless to endeavor to return to traditional forms. Con- 
sequently, he took the position that opinions were only "half thoughts” 
about the good. To think oneself through to the whole truth about 
the good, one must approach it from many different individual angles. 
To arrive at the universal, moral education must proceed on the 
presupposition that tho human mind is the channel for universal 
reason. 

If moral education in its folkway form had neglected the rational 
element, there were many who thought that Socrates overemphasized 
it. Chief among liis critics was Aristotle (384-322 b.c.). To possess 
knowledge about morals, Aristotle claimed, was not enough ; one must 
practice morals as well. One must form moral habits. To know 
the good was important, but unfortunately it did not create a desire 
for the good. Stating his own position, Aristotle claimed that educa- 
tion in moral virtue is like an art. As an art it is predicated on three 
components. The first component is nature. Nature provides the 
potential raw materials out of which virtuous habits can be formed. 

.1 For an elaboration of the political and philosophical signiftcance of the 
Sophists in Greek education, see supra, pp. 26-27, 96-98. 
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It does not, however, endow man with virtues innate at birth, which 
was the early contention of the conservatives. Yet, while Aristotle 
did not think that virtue was a gift of the gods, he did nofr deny that 
the proportionate contribution of nature to moral education is depend- 
ent, not on man, but on some divinity. The second component 
of moral education as an art is habit. Here nature is exercised in the 
practice of the good. With the help of the teacher the child tries to 
actualize his potentialities for good. When these good habits became 
well established, Aristotle called them virtues and the sum total of 
these habits, character. The third component of moral education is 
rational instruction. The function of rational instruction, of course, 
is to decide the good to which nature is to be habituated. 

In forming moral character Aristotle assigned a special place in 
the curriculum to music. It was his contention that rhythms and 
melodies, if properly selected, were capable of arousing in the hearer 
feelings of anger, courage, and affection that, for intensity, were little 
short of genuine provocation. Hence, by changing the music from 
one mood to another, Aristotle believed that corresponding moral 
changes could be brought about in the listener. In this way he hoped, 
according to his famous theory of catharsis, to purge people of vicious 
feelings and strengthen them in virtuous ones. 

In Greece the transition from a customary moral education to a 
critically rational one was not seriously obstructed by the religious 
beliefs of the people. In a religion like that revealed in Greek mythol- 
ogy there was obviously little dogma to be learned by cliildren. 
Indeed, in the course of time the myths about Hellenic heroes and 
deities took such a variety of forms that any orthodoxy about them 
was all but impossible. Even so, Plato (427-347 b.c.), the pupil of 
Socrates and the teacher of Aristotle, took exception to including many 
of these myths in the curriculum of the school because of the immoral- 
ities they portrayed. Interestingly enough, Plato did not object to 
myths about the gods because they were fictional and not literally true. 
All he wanted to ensure was that if fictions were to be used they should 
be ones which would promote and not imp)edB the growth of the child 
in moral stature. 

While Plato was willing to employ fictions for whatever good uses 
they could serve, he never desisted from relentlessly probing the 
boundary line between appearance and reality.^ In fact, it was 
largely due to the freedom with which he and Socrates and Aristotle 
fearlessly attacked problems of methaphysics and ethics that learning 

'■ For a fuller account of the significance of this problem in educational phi- 
losophy, see supra, p. 102. 
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in the Western world was emancipated from the position of hand- 
maiden to religion it long had held. But then perhaps this bold 
inquiry would never have been possible had it not been for the fact 
that the Greek mind had always been predominantly secular. The 
Greek priests never became a dominant body or even a permanent 
class, for they were often elected, and their return to private life was 
not unheard of. 

This unabashed curiosity and penetrating inquiry of the Hellenic 
mind resulted in a religious and moral education whose sanctions were 
largely aesthetic in character. Thus, it became widely accepted that 
the basis for the good life lay, not in duty, but in happiness — ^happiness 
being defined as the satisfaction of one’s natural impulses and instincts. 
This eudaemonistic basis for moral education, however, was qualified 
by two very important considerations that must not be forgotten. 
At first the standard by which the Greek measured happiness was not 
that of the individual but that of the community or city-state; meas- 
urement was not by the part but by the whole. It was only after 
the coming of the Sophists that the welfare of the state gave way to 
personal happiness as the basis of morality and cven^then it was over 
the protest of men like Plato and Aristotle. Again, the eudaemonism 
of even personal happiness was not without its checks and balances. 
To guide the individual’s self-assertiveness Aristotle had cautioned 
“nothing too much.’’ Thus, one should be brave, but not so brave 
as to be foolhardy, or so wanting in bravery as to be cowardly. One 
can see, therefore, how it became a principal object of Greek education 
to make children feel the simple beauty of a balanced character and the 
art in a virtuous life. 


CHBISTIANITY 

Although the Romans were more legally and lei's aesthetically 
minded than the Greeks, no significant innovations in relifpous and 
moral education occurred till the rise of Christianity. This new 
religion posed some radieally new outlooks on life, which resulted in 
profoundly altering the development of religious and moral education 
in the Western world. The Greco-Roman, or pagan (as it came to bo 
called in the Christian Era), world looked upon life here and now 
as its main opportunity. Man’s worth was largely determined by 
membership in the secular state. At that, only a small percentage of 
the population enjoyed citizenship, a much larger group composed 
of women, slaves, and foreigners being excluded from it altogether. 
Opposed to this view was the Christian one wherein the life here and 
now was seen as merely a temporary and probationary period prior to a 
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period of eternal punishment or reward. An individual’s worth took 
its origin, not in his civic status, but in his being a child of God. 
In fact, all mankind of whatever sex, whether bond or ffee, and of 
whatever pigmentation of skin, were regarded as brothers because own- 
ing the common fatherhood of God. 

This radical reorientation of human outlook also had a new ethic, 
the ethic of love. This ethic was regarded, not as a mere human 
product, but as a norm established through divine revelation. Instead 
of narrowly seeking one’s individual personal happiness, the new 
ethic commanded men to love each other as brothers. In a period of 
gross public and private immorality, it summoned people to renounce 
their lusts and to embrace an austerely simple and pure manner of 
life. The decision to become a Christian and radically reorient one’s 
life to Jesus became an act of the utmost gravity. It took its cliaracter 
from the Scriptures, where it was stated that, save as a man be bom 
again, he shall not enter into the kingdom of heaven. 

Preparation for this regeneration involved several significant 
educational features. For one thing, regeneration was not to be 
achieved through mere intellectual instruction in Christian morals. 
One had to live and habituate himself in the Christian way of life as 
well as intellectually assent to its principles. Like Aristotle, St. Paul 
was skeptical of the Socratic theory of moral education that to know 
the right was to do it, for, he pointed out, though we know the better 
we often do the worse. The reason for this perversity the Christian 
found in human nature. While man’s nature had been whole and in a 
state of order in the Garden of Eden, his expulsion from that paradise 
because of disobedience had resulted in a human nature in less than full 
control of its former faculties and one possessed of somewhat disorderly 
inclinations. This weakened nature, which Adam’s sin visited upon 
the human race, came to be the chief presupposition of aU Christian 
religious and moral instruction. 

Fortunately, the means for overcoming this educational handicap 
were at hand. Through the grace of God and by learning to follow 
the example of Jesus, the only begotten son of God, who gave himself 
as a sacrifice that others might gain eternal life, the hope was held 
out for regaining paradise. In fact, as the aim of the Christian 
religion was the restoration of man to the paradise that his progenitor 
Adam, had forfeited, so the aim of Christian religious and moral 
education was the restoration of man in the image of God that he had 
lost. To set the educational process in operation toward this end, 
there must be a repentance of sin. The new life was then unfolded 
through catechetical instruction, which gave a more or less detailed 
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Bfioount of its main tenets. Coinddentally, there was to be continual 
practice in disciplining one’s disorderly inclinations and in habituating 
oneself in Christian virtues of charity and forgiveness. The remark- 
able success of the early Christians in using psalmody to stir appropri- 
ate emotional attitudes to accompany their religious and moral 
instruction was eloquent testimony in support of Aristotle’s recom- 
mendation of music for that purpose. 

Christianity not only reoriented the aim of religious and moral 
instruction and restated the theory of human nature and its remaking 
but also tended to exalt the church rather than the state as the prin- 
cipal educational agency. This is not surprising since, according to 
Christian principles, the worth of man was made to depend on his 
relationship to God rather than his relationship to the state. But 
even more significant was the claim of the Christian Church to having 
been divinely instituted as a teaching agency. It claimed to derive 
its educational authority and jurisdiction from Jesus’ own mandate 
to his disciples, “All power is given to me in heaven and earth. Going, 
therefore, teach ye all nations. . . . Teaching them to observe all 
things whatsoever I have commanded you: and behold, I am with 
you all days, even unto the consummation of the world.’’^ With the 
collapse of the Roman Empire and the emergence of the Christian 
Church as the most stable social agency in the Western world, the 
ecclesiastical control of education extended itself to secular subjects 
as well as religious and moral ones. 

Doubtless this ecclesiastical assumption of control over education 

‘ Matthew, 28: 18-20 (Douay Bible). For a twentieth-century exposition 
ot this passage see, Pius XI’s encyclical “The Christian Fxlucstion of Youth,’’ 
CaOuiUc Educational Revieui, 28: 133-134, March, 1030. "Hence it is that ‘in this 
proper object of her mission, that is, faith and morals, Cod Himself has made the 
church sharer in the Divine magisterium and, by a special privilege, granted her 
immunity from error; hence she is the mistress of men, supreme and absolutely sure, 
and she has inherent in herself an inviolable right to freedom in teaching.’ By 
necessary consequence the church is independent of any sort of earthly power as well 
in the origin as in the exercise of her mission as educator, not merely in regard to her 
proper end and object, but also in regard to the means necessary and suitable to 
attain that end. Hence with regard to every other kind of human learning and 
instruction, which is the common patrimony of individuals and society, the church 
has an independent right to make use of it, and above all to decide what may help 
or harm Christian education. And this must be so, because the church as a per- 
fect society has an independent right to the means conducive to its end, and because 
every form of instruction, no less than every human action, has a necessary con- 
nection with man's last end, and therefore cannot be withdrawn from the dictates 
of the divine law, of which the church is guardian, interpreter, and infallible 
mistress.” 
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was altogether necessary at the time. Except for the support of the 
church, the lamp of learning, which burned low enough during the 
Middle Ages, might well have been extinguished in the w^tem half 
of the old Roman Empire. But ecclesiasticism also brought prob- 
lems of its own. When Christianity became the official religion of 
the Roman Empire, the church was finally in a position in which it 
could have all pagan schools either closed or changed into Christian 
institutions. While it is easy to understand the laudable motives 
of the church in wishing to possess a monopoly of education, it can- 
not be overlooked that as a result religious and moral instruction 
risked becoming more dogmatic and more authoritarian. Moreover, 
because some still clung to the imminence of the second advent of 
Jesus, the otherworldly ideal of religpous and moral education came to 
prevail almost to the exclusion of any attention to the secular one. 

Not least among the difficulties of an ecclesiocentric reli^ous and 
moral education was its effect on the child. For him religion and 
morals tended to recede from the simple everyday character they 
had enjoyed in the early Christian home when Christians were still 
known not for their doctrine so much as for their purity of life. The 
dogmatic religion of ecclesiasticism became a religion for adults. It 
could reach the child only through the authoritative teaching of the 
catechism. In tliis form it was usually taught to children before 
they were really old enough to assimilate it. Hence, religious and 
moral education came to lay undue emphasis on memoriter at the 
expense of understanding. Words and symbols were exalted over 
concrete religious and moral experience. 

During the Middle Ages there was little or no change in this pat- 
tern of religious and moral education. Instruction, such as it was, 
kept its eye steadily on eternity and supermundane affairs. Educa- 
tion was based on faith first and on critical reason only second. Not 
only would a second coming of the Lord, expected at any moment, 
render reason relatively unimportant, but there was considerable 
uneasiness about a reason not subordinated to faith. Such an inordi- 
nate confidence in human reason had held the citadel of Greco- 
Ronuui paganism, and Christianity did not soon forget the difficulty 
of dislodging it from pagan schools. 

Between the end of the Middle Ages and the full flowering of the 
Renaissance a very important process of acculturation went on 
between the Christian religion and the pagan philosophy of the 
Greeks. Indeed, peace had no sooner been established between the 
two by St. Thomas Aquinas (1226-1274) in his Summa theologica 
than a great wave of interest in ancient Greek and Roman culture 
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swept Italy. A strong reaction set in against the gloomy outlook of 
the medieval period. Interest in mundane affairs supplanted interest 
in the supermundane. Human nature, which had been so depreciated 
in the medieval period, had its interests raised into a new Humanism. 
Educationally, this Humanism found expression chiefly in the study 
of belles-lettres. As a result, under the cloak of Christian orthodoxy, 
men began to look for the sound development of character through 
furnishing the young gentleman’s mind with the stirring moral senti- 
ments of nobly minded men as disclosed in the pagan literatures of 
Greece and Rome. 


THE PHOTESTANT BEFORMATION 

The prominence of belles-lettres in the curriculum divulges the 
essentially aesthetic character of the Renaissance in Italy. North of 
the Alps the Renaissance took on a much more critical and reform 
mood. In the sixteenth century, in fact, under the leadership of 
Martin Luther (1483-1546), this reached the proportions of an open 
revolt against the authority of the traditional Christian Church. As 
a result, a great schism cleft Christianity. Those who continued 
their allegiance to the traditional church became known as Roman 
Catholics and those who took issue with her as Protestants. 

The central point in this controversy was the right of the indi- 
vidual to understand God's revelation in Scripture in terms of his 
own intelligence without the necessary intermediation of the church.- 
Doubtless this principle implied a radically different approach to 
religious and moral education. It attached an importance to train- 
ing in individual judgment that ecclesiasticisin was in danger of 
smothering in its overanxiety to lead the individual to correct judg- 
ments as certified by the church. Yet even Protestants thought the 
judgment of individuals needed some instruction, and to this end 
Luther issued a popular catechism. Hitherto, catechisms had been 
chiefly for the guidance of the clergy. Luther’s catechism proved so 
enormously popular that Catholics were soon giving similar cate- 
chetical instruction to their laity. In addition, the Protestant 
emphasis on the Bible led to the iimovation of its inclusion as a promi- 
nent part of the curriculum. Similarly, the Sunday sermon, which 
took on great significance under Protestantism as an exposition of 
Scripture or doctrine, also became part of the educative process. 
Indeed, children learned to expect to be quizzed on the sermon next 
day in school. In other respects, Catholics and Protestants con- 
tinued to predicate their educational theory and practice on much 
the same principles. Both assumed the fallen nature of mnn Both 
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continued to agree on the educational need for disciplining his unruly 
nature and habituating it to good aims. 

Another difference between Catholics and Protestants belongs par- 
ticularly to Calvinism and concerns Calvin’s doctrine of the nature of 
man. The pagan theory of man, it will be remembered, put con- 
fidence in man’s own unaided resources to instruct himself for his 
own self-improvement. Catholic, or traditional Christian, theory 
took a less optimistic view of human nature. It held that man’s 
nature had been wounded in its fall from grace but could still cooper- 
ate in rising again and, with the help of the church, regaining its 
rightful heritage. John Calvin (1509-1564) took an even less opti- 
mistic view of the situation, in fact, a thoroughly pessimistic one. 
He found human nature not just wounded by its fall but totally inca- 
pacitated to rise again except through God’s intervention. The con- 
fidence that the pagan, and to an extent the Humanist, had in being 
able to lift themselves by education alone, Calvin could only look 
upon as vain conceit and pride. Human nature being not only impo- 
tent to save itself but positively inclined toward evil, Calvin saw no 
hope in religious and moral instruction except as one put complete 
faith in God’s will and mercy. And even then educational prospects 
were none too good since the predestination of some to be lost meant 
that not all could expect to be saved in spite of their educational efforts. 

As in the medieval period, both Luther and Calvin set faith above 
reason, will ahead of understanding. Religious and moral knowledge 
gained by the intellect alone tliey considered inferior to that higher 
knowledge of those sacred interests which springs from faith and 
divine revelation. Doing good works, learning good habits, was 
important, but faith and creed were the final criteria of spiritual 
achievement. Hence the Reformation, as already implied, was 
essentially a battle of creeds. It is small wonder, therefore, that 
religious and moral education among both Protestants and Cath- 
olics leaned heavily on the catechism and catechetical methods of 
instruction. 

It is particularly important to understand the somber presupposi- 
tions of Calvinism, for they formed the background of the Puritans 
and their educational theory and practice when they set up schools 
and churches in colonial America. There children grew up in an 
atmosphere perpetually saturated, weekdays as well as Sundays, with 
Calvinistic pessimism. The fateful consequences of dying became the 
constant companion of their thoughts. Jonathan Edwards, New 
England’s outstanding Puritan preacher at this time, though on the 
whole kindly disposed toward children, did not escape adding to the 
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gloom hangmg over them by referring to them as “young vipers and 
infinitely more hateful than vipers to God.’’* 

In the course of time Protestantism came to suffer from a formalism 
bom in part of its own overemphasis on doctrine and creed and became 
relatively lifeless. An attempt to revitahze this lifeless shell of 
Protestantism began toward the end of the seventeenth and the begin- 
ning of the eighteenth centuries. This movement was known in 
Germany as “Pietism” and in England as “Methodism.” In both 
cases new importance was attached to the inward emotions of the 
individual. Concern was shown, not so much about what God’s 
thoughts are toward man, as about what man’s feehngs are toward 
God; not so much about what God does for man, as about the senti- 
ments that originate in and emanate from man. Had it followed the 
genius of Protestantism, this movement might have recognized a 
wide range of religious feeling. Instead, however, it turned aside to 
lay stress on a particular set of emotional experiences culminating in 
sudden and dramatic conversions like that of the founder of Methodism 
himself, John Wesley (1703-1791). It is small wonder, therefore, 
that conversion soon became the acknowledged goal of both evangelism 
and religious and moral education. 

Pietism and Methodism seem to have had the inviting possibilities 
of introducing a note of spontaneity into the highly verbal and formal 
catechetical instruction of the time and of making a sympathetic 
gesture in the direction of the child. Instead, at least Methodism 
continued to take the dark view that child nature was inclined to be 
rebelliously disobedient to divine will. “Break your child’s will in 
order that it may not perish,” Wesley advised parents. “Break its 
will as soon as it can speak plainly — or even before it can speak at all. 
It should be forced to do as it is told, even if you have to whip it ten 
times running.”* 

One last influence of the Protestant Reformation on religious and 
moral education must not be overlooked — ^Luther’s invitation to the 
state to assume some responsibility for religious and moral education. 
The arrangement entered into was one in which the church generally 
gave and supervised instruction provided by the state. In Greece 
and Rome religious and moral education had the sanction of the state. 
During the Middle Ages and the Renaissance the church had regarded 

’ Quoted in C. A. Hauser, Ttaching Rtliffious Ediiealion in the Pvhlic Schod, 
p. 04, Round Table Press, Inc., New York, 1942. 

* Quoted in W. James, TaJkt to Teoehere, p. 182, Henry Holt and Company, 
Inc., New York, 1899. This is a condensation from the Worki of John Wesley, 
vnl. 11, p. 320. J. Emory and B. Waugh, New York, 1831. 
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itself as the proper fount of religious and moral education and at least 
the guardian protector of secular education as well. But Luther now 
inaugurated a joint partnership of these two powerful* agencies. 
Little did he foresee the educational difficulties that were to arise from 
commingling the things that are Caesar’s with those that are God’s. ^ 
In Calvin’s theocracy a similar and, if anything, even closer partner- 
ship between state and church was effected to cany on the educational 
enterprise. Connecticut, following the precedent of Massachusetts, 
illustrates Calvinistic policy perfectly. There we find the state 
making it a civU obligation “ That all masters of families do, once a 
week at least, catechize their children and servants in the grounds 
and principles of religion, and if any be unable to do so much, that 
then, at the least, they procure such children or apprentices to learn 
some short orthodox catechism, without book, that they may be able to 
answer the questions that shall be propounded to them out of such 
catechisms by their parents or masters, or any selectmen, when they 
shall have called them to a trial of what they have learned in this 
kind.”* 


RISB OF SFCULABISM 

This Protestant innovation worked well enough where there was 
an established church and where the community was religiously 
homogeneous. But communities, especially in America, had a way 
of not remaining homogeneous. Where they turned heterogeneous, 
the futility of insisting on religious orthodoxy more and more pressed 
itself home on people’s minds. Consequently, people began to cool 
in their religious zeal. What is more, in the eighteenth century a 
secular outlook on life bom of science and political revolution began 
to compete vciy successfully with the religious outlook. 

A forerunner to this secularism was the Englishman John Locke 
(1632-1704). Locke deserves to be mentioned here because in his well- 
known Some Thoughts Concerning Education be had much to say on the 
formation of moral character, most of it without any reference to 
religious training. Perhaps this is because he was aiming at the man- 
ners as well as the morals of the young gentleman. Be that as it may, 
Locke left no doubt that he thought the way to form character was 

‘ In his eighteenth-century Treatise on Man the Frenchman Helvetius assigned 
the contradictions that existed among precepts on education to the fact that the 
educational enterprise was confided to both temporal and spiritual powers. See 
vol. 1, p. 36, Vemor, Hood, and Sharpe, London, 1810. 

* CuBBJSBLET, E. P., Readings in Publie Education in the United States, p. 10, 
Houghton Mifflin Company, Boston, 1034. 
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through discipline. Discipline, he wrote in an almost classically 
simple precept, consists in a man’s being “able to deny himself his 
own desires, cross his own inclinations, and purely follow what reason 
directs as best though the appetite lean the other way.’’* 

Of top significance in this statement of Locke’s is his fresh appeal 
to reason. Not only did Locke depend heavily upon reason in the 
formation of character, but he was confident that an appeal to the 
child’s reason was appropriate at a much earlier age than was ordinarily 
recognized. Yet, while he would reason with the child, Locke was 
careful to caution against burdening him vrith long discourses. More- 
over, he urged avoiding abstruse philosophical reasoning with the child 
because he was probably too immature to act or reason in the light of 
remote principle. Further indicating tliat Locke was under no illusion 
as to the relation of reason and conduct is the fact that he thought it 
much more difficult for a child to habituate himself in virtuous conduct 
than it was for him to pursue his academic studies successfully. 

It is worth noting in passing that Locke was neither the first nor 
the last to seek moral values in a disciplinary theory of education. 
Such values were implicit in the restraint imposed by the modera- 
tion in Aristotle’s golden mean; they were implicit in the self-control 
that Greek sports enforced; they were implicit in the self-negation that 
the rule of obedience imposed on the medieval ascetic; and they long 
continued implicit in the inhibitions that children had to suffer when 
compelled to follow a distasteful curriculum, not for its content values, 
but for the formal training of the mind that it was supposed to afford. ‘ 

Locke’s emphasis on the role of reason in the formation of character 
was, in large part, a reflection of the new age to wliich modern science 
was introducing the world. In fact, in the eighteenth century this age 
was to be known as the “age of reason.’’ People were tremendously 
impressed with the natural law and order that men like Copernicus, 
Kepler, and Newton had discovered at work in the universe. The 
preestablished harmony that ruled there gave a new insight into the 
nature of God and his handiwork. From a position where it had been 
depreciated, if not despised, the world of nature moved into a position 
where it became the object of worship. Those whose religious thinking 
took this turn went by the name of “deists.” 

* Locke, J., Some Thoughle Concerning Bducatum, p. 21, Cambridge University 
Press, London, 1889. 

• In the nineteenth century, formal moral values were claimed for such subjects 
as manual training and handwriting. Thus, making a "true” joint presum- 
ahly taught fidelity, and vertical handwriting was supposed to symbolize moral 
rectitude. 
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The natural law, which made the heavens appear so orderly, people 
came to seek in politics, economics, and education as well as in astron- 
omy. None had a greater reverence for its operation in child nature 
than Jean Jacques Rousseau (1712-1778), the French Revolutionary 
romanticist. The law of natural development, which he found oper- 
ating there, he proposed as the norm by which to judge educational 
procedures. “Everything is good as it comes from the hands of the 
author of nature,’’ Rousseau announced dogmatically in the opening 
sentence of Emile, his great educational treatise. ^ "Let us lay it down 
as an incontestable maxim,’’ he wrote later in the same book, “ that the 
first promptings of nature are always right. There is no original 
corruption in the human heart.’’* Here was a sharp break with 
Christian tradition, both Catholic and Protestant, which had long 
taken the view that original nature was desperately wicked. The 
implications for religious and moral education were profound. The 
Catholics thought the implications were profoundly erroneous and 
immediately put Emile on the Index Librorum Prohibilorum. 

Although Rousseau did not find the original nature of the chUd 
corrupted, he did not hesitate to admit that the child had weaknesses. 
Because of these he was not strong enough to do wthout the help of 
others. Reason would help make up these deficiencies, but not till 
the cliild w'as older. Here Rousseau parted company with Locke, not 
on the efficacy of reason, but rather on how early it could be invoked. 
The age at which a cliild becomes capable of reasoning about his con- 
duct Rousseau put relatively late. Prior to such evidence of maturity 
he claimed that a child’s acts were amoral. Being amoral, they could 
not be blamed, and therefore the child was not to be punished during 
this period except by the natural consequences of his acts. 

Rousseau was in no hurry, either, for Emile to be instructed in 
religion — age fifteen, he suggested, though even that he feared was 
too early. The chief difficulty tliat he saw in religious instruction w'as 
the tendency of the child to develop an anthropomorphic religion. 
Unless religious instruction was given wdth great caution, the child 
could easily form preposterous notions, which would be very difficult 
to eradicate in later life.' 

Obviously, to predicate religious and moral education on natural 

‘ Aschbb, R. L., Rousseau on Education, p. 55, Edward Arnold & Co., London, 
1912. 

• Ibid., p. 97. 

’ The Catholic educator F6neIon (1651-1715) did not disapprove of children 
learning of God as an old man with a white beard, for he expected them to recon- 
struct that notion later on. 
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rather than supernatural principles was a long step in the direction of 
secularizing this branch of education. Other thinkers under the 
influence of the age of reason were moving in the same direction as 
Rousseau. The French revolutionary Talleyrand, for instance, 
lamented the way in which moral education had been predicated on 
the multitude of opinions which divide men. The result had been, he 
pointed out, to abandon morality to uncertainty and compromise. 
He himself believed that “ Morality must be taught as a real science, 
whose principles will be demonstrated to the reason of all men, and 
to that of all ages.”' And the Elnglish industrialist and patron of 
education Robert Owen (1771-1858) took the extreme secular view 
that character depended, not at all on the individual’s exercise of will, 
but rather on his external circumstances, that is, his environment. 
Therefore the difference between men of good and bad character is a 
function of differences in their education. 

Surprisingly enough, eighteenth-century rationalism had a tempo- 
rary effect even on the catechetical teaching of the Catholic Church. 
This was evident both in the content of the catechism and in the 
method of instruction in it. On the side of content, greater attention 
was paid to questions of morality than to those of doctrine. Matters 
like original sin and grace, because they did not readily comport with 
the rationalist’s tendency to believe only what he could know by his 
unaided reason, were slighted. On the side of method, this same 
rationalist tendency undermined the church’s traditional mode of 
authoritative and dogmatic exposition of revealed truth. Further- 
more, it became common to question children on their catechisms as 
if the truth of religion were already implanted in them by nature and 
needed only to be called forth by the skillful interrogation of the 
teacher. 


BISE OF THE 8ECUIAB PUBLIC SCHOOL 

While science was shaping the minds of men for the secularization 
of education, political events toward the end of the eighteenth century 
were setting the stage of practical affairs for the same outcome.* 
Before following this train of events, however, it will be well to under- 
stand just how matters stood in America before the Revolution set 
them in motion. On the eve of the Revolution, it can be sweepingly 
stated that schools, wherever and under whatever public or private 

‘ ComfatrA, G., History of Pedagogy, p. 875, D. C. Heath and Company, 
Boston, 1885. 

' Committee on the War and the ReligiouB Outlook, Teaching Work o/ the 
Church, Chap. 1, Association Press, New York, 1823. 
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necessary to good government and the happiness of mankind, schools 
and the means of education shall forever be encouraged.” Moreover, 
many states had statutes requiring reli^ous tests for the certification 
of teachers. Some states even delegated the supervision and adminis- 
tration of their schools to church authorities. Not a few states had 
“established” churches, that is, churches that derived their revenues 
from taxes. This naturally made possible state support for church 
schools. For instance, in Massachusetts and Connecticut the Congre- 
gational Church occupied this privileged position, in Virginia the 
Episcopal Church. 

The results of the American Revolution necessitated fundamental 
changes in this pattern. While individual colonies approximated 
religious homogeneity and therefore could establish churches that 
ignored religious minorities, the aftermath of the Revolution joined 
these colonies into a national frame of government where homogeneity 
no longer obtained. Rather, rcli^ous heterogeneity prevailed on the 
national scale. Frankly recognizing this obvious fact, the First 
Amendment to the Federal Constitution, part of our so-called “Bill of 
Rights,” declared in favor of religious freedom for all by enjoining 
against a privileged position for any religion. Practical necessity 
though this amendment was, it gave rise to no little anxiety on the 
part of many people as to what its effect would be on civic morality. 
Nevertheless, individual states one by one followed the Federal 
example and disestablished their local state churches, thus promul- 
gating religious freedom locally as well as nationally. 

The educational counterpart of the political divorce of church and 
state was the exclusion of religion from the public school curriculum. 
This secularization of public education did not occur immediately 
following the divorce of church and state, nor did it take the same 
course in each of the states. The developments in two states, how- 
ever, New York and Massachusetts, may be taken as settling the issue 
for most of the others. In these states matters moved toward a crisis 
in the second quarter of the nineteenth century. In both states the 
issue was forced, not by the enemies of religion such as atheists, 
agnostics, and freethinkers, but by its various sectarian friends. 

What happened in New York State will be told in describing the 
growth of public education.* There the crisis was financial. The 
state had a limited amount of public funds to spend on education, 
which it was using to subsidize various church schools. As the num- 
ber of churches seeking a share increased, the size of each share 
decreased. In fact, there was danger that the effectiveness of the 

‘ /»4fro, pp. 661-566. 
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state appropriation, which could have been quite considerable if 
concentrated on a single system of schools, would be dissipated. To 
avoid this outcome, the statedecided in 1842 to discontinue its subsidies 
of private church schools and launch a public system of its oivn. 

Church bodies at once took strong exception, especially the 
Catholics. This, however, was of no avail. Just as the First Amend- 
ment to the Federal Constitution had won united support from the 
various sects by excluding the claims of any sect to special privilege, 
so in New York religion was excluded from the curriculum on the same 
grounds. Obviously, tliis arrangement was devised, not in hostility 
to religious education as such, but rather because the friends of 
religion could not agree among themselves how to teach it and pre- 
ferred no religious instruction whatever in the public school to that 
of an opposing sect. Later, faced by the large Catholic immigration 
to America from Europe, the Protestant sects submerged their differ- 
ences, decided to trust their Sunday schools for religious instruction, 
and became the loyal and staunch defenders of the public school as 
opposed to the Catholic parochial system. ‘ 

In Massachusetts the same result came about somewhat differently. 
There the controversy raged around Horace Mann (1796-1859), 
peerless leader of America’s common school revival of this period. 
Because Mann steadfastly insisted on keeping controversial sectarian 
religd<>uB materials out of the public school curriculum, he earned for 
himself the reputation of being the author of a godless public school 
system. As a matter of fact, he had no discretion in the matter. 
The policy was not of his own making but had been determined upon 
by the Massachusetts state legislature a whole decade before he came 
into public office. In 1827, after a quarter century and more of bitter 
quarreling between orthodox and liberal interpreters of Calvinistic 
doctrine, the legislature took steps to shield the public schools from 
this controversy by providing that school committees “shall never 
direct any schoolbooks to be purchased or used, in any of the schools 
under their superintendence, which are calculated to favor any par- 
ticular religious sect or tenet. 

Again, this statute did nothing more than apply to public education 
the solution of the religious issue that bad proved so brilliantly suc- 
cessful in the First Amendment to the Federal Constitution. Never- 
theless, orthodox Calvinistic minorities were so inflamed as to attack 
Mann personally for this policy. They attacked not only his views 

* Gabel, R. J., PuMie Funda for Church and PrivaU Schools, p. 700, Catholic 
University of America, Washington, D.C., 1937. 

* Laws of Massachusetts, Mar. 10, 1827, Chap. 143, sec. 7. 
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on religiouB education but his general educational policies as well. 
Among these latter Mann had favored the introduction of Festalozzian 
methods of instruction,^ which, of course, were predicated on Rous- 
seau’s theory of child nature and therefore anathema to Harm’s 
Calvinistic critics. These same critics, moreover, sought to block the 
spread of these ideas by opposing one of Harm’s favorite projects, 
the state normal school. But ultinrately Harm won at every point. 

In answer to the complaint that he was making the schools godless, 
Mann wrote his chief critic that he was not opposed to teaching religion 
in the public schools; but, he said, distinguishing his position quite 
clearly, "the religion of heaven should be taught to children while the 
creeds of men should be postponed untU their minds were sufficiently 
matured to weigh evidence and arguments.’’* In taking this position, 
his critics answered. Harm was but enforcing upon the public schools 
his own brand of religion. In his youth Harm had strongly revolted 
against a strict Calvinism and in his mature years embraced a Uni- 
tarionism in which he was much irrfiuenced by the current philosophy 
of humanitarianism. What, therefore, was this "religion of heaven’’ 
but the eighteenth-century optimism that human nature could be 
redirected by good institutions and that good character could be 
assured through rational instruction in the moral virtues? 

Without pressing this controvert further, suffice it to say that 
the secularization of public education moved rapidly during the second 
half of the nineteenth century. Its aims became predominantly civic 
and economic. By constitutional provision most states safeguarded 
public revenues from being diverted to sectarian religious instruction. 
The Massachusetts statute of 1827 became a model that many other 
states followed. Practically all religious instruction, not just sec- 
tarian, disappeared from the schools. The reading of the Bible alone 
remained; even in this case the decisions of state courts differed on 
whether this could be considered sectarian instruction. 

THU SUNDAY SCHOOL MOVEMENT 

When it became clear that the very existence of the public school 
depended on its being and remaining secular, the churches, particu- 
larly the Protestant, as already mentioned, turned to the Sunday 
school as the means for reli^ous and moral instruction. By the time 
they reached this decision, the Sunday school was already a well- 
recognized institution. It had had its origin in England in the next 

» For what these were, see supra, pp. 21^217. 

* Quoted in Culver, R. B., Horace Mann and Religion tn Ihe Massaehueette 
Public Schools, p, 267, Yale University Press, New Haven, 1926. 
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to the last decade of the eighteenth century. Robert Raikes (1735- 
1811), its author, sponsored the idea as a means of combating the 
illiteracy, irreligion, and poverty that seemed to have joined forces to 
compass the degeneracy of the lower classes at the time. The edu- 
cation of these classes was particularly in need of attention, for one 
of the collateral results of the Industrial Revolution had been the 
disintegration of the apprenticeship system of education on which 
these classes had depended. As Raikes originally conceived the 
school, it primarily had the secular objective of teaching literacy and 
only secondarily a religious and moral objective. The school met on 
Sunday — ^from which fact it took its name — merely as a matter of 
convenience, for at this time, before child-labor laws had been passed, 
children were likely to be working in factories on weekdays. 

At first there was considerable outcry against the Sunday school 
for profaning the Sabbath with its sessions both morning and after- 
noon. This outcry subsided, however, when the churches early 
came to take the Sunday school unto themselves. Associations 
were formed to spread the Sunday school idea, an American Sunday 
School Union being established in the third decade of the nineteenth 
century. Before the century was out, an International Sunday 
School Association had been formed, which in the twentieth century 
merged into the International Council of Religious Education. At 
first, under the churches, the Sunday school curriculum had been of 
the traditional variety, emphasizing the catechism. Before long, 
however, the Bible came to supplant the catechism in importance. 
As Tnemoriter had been the method for studying the catechism, so 
now the memorization of verses became the approved type of Bible 
study. Apparently, there was no particular plan for what should 
be memorized, nor was much attempt made to e^lain what was 
memorized. 

In the second quarter of the nineteenth century the American 
Sunday School Union led a movement for a series of selected lessons 
centering in the Bible. The series proved so successful that there was 
a rush among denominations for each to have one of its own. Such a 
variety appeared that they became known as the “Babel series.” 
Order did not appear out of this chaos tUl shortly after the Civil War, 
when an International Lesson Committee was formed. This com- 
mittee brought out what has since come to be known as the “ unif orm 
lesson plan.” According to this, everyone, young and old, all over 
the world was to join in studying the appointed lesson for each Sunday 
in the year. The unif orm plan was a great administrative convenience 
and had no little sentimental value in symbolizing a world-wide 
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united Christiaiiity. Its popularity went virtually unchallenged for 
the next score of years. 

By the conclusion of the century, however, signs of a decline in 
popularity were in evidence. In a way, it is surprising that these did 
not appear sooner, for this was the period in which the secular schools 
were evolving their graded organization. At any rate, the demand 
grew more and more insistent that a “graded” scries of lessons be 
brought out, one that would make more concession to the immaturity 
of childhood. The International I^esson Committee finally brought 
out such a series early in the twentieth century, though it continued 
to regard its uniform series as more practical. 

So far, Protestant Sunday schools have principally occupied 
attention. It needs pointing out that Sunday school practices found 
their way into Judaism and Catholicism as well. In fact, in the last 
quarter of the nineteenth century the Jews organized a Hebrew Sab- 
bath School Union of their own to promote schools that on the Sabbath 
taught not only the principles and doctrine of Judaism but also the 
Jewish language and the Biblical and post-Biblical history of their 
people. 

While the Catholics put great store by religious and moral educa- 
tion in their parochial school system, there were many parishes in the 
nineteenth century where such a system had not yet been established; 
there reliance had to be put on Catholic Sunday schools. The Catholic 
Sunday school differed markedly on one point from the Protestant one. 
While the Protestant Sunday school during the nineteenth century had 
become a Bible school, the Catholic Sunday school remained a school 
of the catechism. Having a wdl-worked-out body of authoritative 
doctrine, the Catholics naturally placed greater emphasis on the 
verbatim transmission to the child of the intellectual framework of his 
faith. Indeed, for the very young memorization of the catechism 
was more important than understanding it, for Catholics held that 
exact familiarity with the text of the catechism was the basis for all 
later understanding. 

The teachers who taught in Robert Raikes’s Sunday school were 
paid for their efforts. The expense thus involved at first seriously 
threatened to interfere with the expansion of the good work the 
Sunday school was doing. Happily, John Wesley managed to solve 
this problem by appealing for volunteer teachers from his congregation. 
In solving this problem, however, Wesley created another, that 
presented by a body of relatively untrained teachers. As time went 
on, the Sunday school suffered more and more under the weight of this 
second problem. Even Catholic Sunday schools, in spite of Catholic 
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teaching orders upon whom demands were always in excess of supply, 
suffered' from ha'ving to rely to a certain extent on untrained lay 
teachers. In America after the Civil War the cry for better teachers 
was met by Sunday school leaders resorting to the teacher institute, 
which Henry Barnard (1811-1900), Horace Mann’s collaborator in 
Connecticut, devised for improving teachers in the secular school 
system. ‘ The Chautauqua movement started out as just such an 
institute for the training of Sunday school teachers, but its astounding 
success later led to a broadening of its original purpose. By the next 
century the training of teachers and directors of religious education 
had become a regular part of university instruction. 

By the opening of the twentieth century, Sunday school educators 
were agitated by problems that challenged the best-trained teachers. 
In fact, some of these problems had been clamoring for recognition for 
some time. A number of people had come to feel that religious and 
moral education was something more than just study of the Bible or 
the catechism. They wanted the addition of new materials, partic- 
ularly from outside the Bible, materials on characters like Savonarola 
and Luther or on movements like the missionary one. Others wanted 
to study materials that were being created by the new historical 
methods used in the higher criticism of the Bible. How else, in fact, 
could they participate effectively in the controversy that was currently 
raging between science and religion? Furthermore, up to this time 
the main aim of Protestant religious and moral education had been, 
as in the time of Wesley, conversion and the recruitment of church 
membership. In fact, the main effort of religious education so turned 
on evangelism and conversion that little or no energy was left for a 
religious and moral education that would exercise and improve as well 
as win new Christians. How was provision to be made for such activi- 
ties? To be sure, the Christian Endeavor Society and the Epworth 
League provided some outlet for learning by doing, yet even so, a great 
shortcoming of the Sunday school movement had been its failure to 
understand the d 3 aiamic propensities of child nature. Clearly, to 
consider any of these problems effectively required a reexamination of 
the whole theory of religious and moral education. 

INFLUENCE OF BECULAB PEDAGOGICAL BEFOBM 
ON MORAL EDUCATION 

As a matter of fact, all during the nineteenth century, while the 
Sunday school was adhering to its stereotype of religious and moral 
education, new ideas were fermenting in the minds of such distin- 

‘ For a more detailed account of the teacher institute, see infra, p. 508. 
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guiahed educational reformers as Pestalozzi, Herbart, and Froebel. 
One ordinarily associates novel methods of pedagogy^ with these men; 
yet it should not be overlooked that all of them had notions, either 
direct or by implication, about religious and moral education as well, 
particularly about moral education. For the most part American 
secular schools were quicker to respond to the pedagogical notions 
of these men than were the Sunday or church schools. Not infre- 
quently, too, secular schools were first to respond to these reformers’ 
suggestions on moral education. Nothing hindered them, for only 
religious instruction had been elinunated from public school curricula 
while moral, or character, education, so far as this was separable from 
religion, had been left relatively undisturbed. 

In discussing these men perhaps one should begin with the general 
philosophical reaction to the implications of Rousseau's naturalism 
in moral education. Much as a great philosopher like the idealist 
Immanuel Kant (1724-1804) was impressed by naturalism as a peda- 
gogy, he was much more reserved in accepting it as a basis for moral 
education. The child’s nature, that initial point of departure in all 
Christian religious and moral educational theory, Kant held to be 
neither good nor bad. Rather did the child become good or moral 
when his reason lifted him to the concept of duty or law. Natural 
propensity or desire, Kant thought, was unable to do this both because 
the end of desire was pleasure, hedonism, and because the feelings 
aroused by desire were too variable among people to be erected into a 
universal law. Only reason was able to lay down a universal law that 
could command obligation without exception.^ 

But reason not only set the aim for Kant; it set the motive as well. 
The only thing in the world that he counted good without qualification 
was a will disposed to fulfill the duty demanded by the categorical 
imperative of universal law. This was the will of pure reason. There- 
fore, the highest objective of moral education was to follow the 
categorical imperative for itself alone. Of course, at first the child 

‘ For a fuller account of their pedagogy, see gupra, pp. 212-224. 

• While the idealism of Georg Wilhelm Friedrich Hegel (1770-1831) differed 
in important details from Kant's, it agreed with his that moral education could not 
be left exclusively to nature. Hegel thought natural instinct too inflexible and in 
need of help from reflective morality taught both through the humanities and 
through direct instruction in such concepts as right, duty, and justice. Obedience 
by habituation to an external authority or law was to be the child’s first step toward 
the moral autonomy of self-control. Hegel differed from Kant in that he con- 
doned punishment as a means of showing the child his need to make impulse yield 
to the superior control of reason. See M. Mackenzie, Hegel’ g Educational Thought 
and Praclioe, Chap. 12, also pp. 169-170, Swan, Bonnenschein & Co., London, 1600. 
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would begm by learning to obey the maxiins or laws of his school, 
but ultimately he should learn to owe duty to laws as universal as 
humanity itself. To establish reverence for the moraL law, Kant 
would not punish the child for any breach of it, for to Kant morality 
was so holy and sublime that it should not be degraded to a level with 
discipline.* 

Kant’s philosophy had a profound and widespread influence on 
nineteenth-century thought in Europe and America. On the whole, it 
reinforced, if it did not introduce, a dualism in moral education. One 
evidence of this dualism was the emphasis moral education came to 
place on obedience to abstract duty regardless of the motivation of 
organic desire. In similar fashion it attached moral value to putting 
forth effort at one’s studies even though they aroused no genuine 
interest.* Another evidence of this dualism was the W'ay it made a 
distinction between the motive for action and the consequences 
thereof, between character and conduct. Motive and character came 
to be regarded as something purely inner and privy to consciousness, 
while consequences occurred outside the mind. Hence the teacher 
was often minded to discount the consequences of misconduct if by 
inner disposition the child meant well. Again, duaUsm evidenced 
itself in a distinction between moral knowledge and ordinary secular 
knowledge, the former being of a purer sort. Thus instruction in the 
two came to be given at different times of day, if not actually in 
different schools, as the history of the nineteenth century has just 
disclosed. 

Kant’s main influence, however, was on pliilosophy, not education. 
It was rather the famous Swiss reformer Johann Heinrich Pestalozzi 
(1746-1827) who, putting his main weight on education, first worked 
out a practical pedagogy of naturalism. The secret of his very 
successful object method of instruction lay in its enlistment of the 
child’s native propensities for action. To acquire knowledge through 
sense perception of objects was just as easy and delightful as it was 

* Bucrnes, E. F., The Educational Theory of Immanuel Kant, pp. 185-188, 
210-213, 287, J. B. Lippincott Co., Philadelphia, 1904. In these pages Kant says 
relatively little about religious education. But he is confident that, since religion 
requires theology and theology is too advanced for the child, one should commence 
moral before religious education. "Can anything be more perverted,” he says on 
p. 233, "than to talk about the other world to children who have hardly begun life 
in this?” 

* W. T. Harris, United States commissioner of education at the end of the nine- 
teenth century and a leading philosophical idealist, is a good example of this point 
of view. See J. S. Roberts, WHliam T. Harris, pp. 199-202, National Education 
Association, Washington, D.C., 1924. 



342 


A HISTORY OP THE PROBLEMS OF EDUCATION 


spontaneous, for the child did not have to be goaded into learning 
as the native curiosity of his senses actively craved the indulgence of 
exercise. Pestalozzi was confident that the same approach must be 
made in moral education. Moral education must stir the child’s 
emotions. The child would never learn moral dispositions unless he 
actually felt them. Unfortunately, while Fcstalozzi found the time 
to work out the ABC’s, that is, the graded steps, of sense perception, 
he never did the same for emotions. 

What Pestalozzi left undone, Johann Friedrich Herbart (1776- 
1841), Kant’s successor at the University of Koenigsburg, managed to 
accomplish, but in a way different from what Pestalozzi probably 
would have chosen. According to Herbart’s educational psychology 
the drive of will and emotion was a by-product of the apperception of 
ideas, their mutual attraction and repulsion.* The idea was father 
to the act. Knowledge meant genuine power. Consetiuently, there 
could be no schism between knowledge and conduct or between moral 
and intellectual knowledge. For Herbart, not unlike Socrates, 
moral education was principally a matter of making the right moral 
"presentations ’’ to the mind of the child. And, showing his obligation 
to the neohumanists of liis day, he greatly emphasized the inclusion 
of literature and history in the curriculum as main sources from which 
to present moral ideaa. Until the child had time to build up an 
effective apperceptive mass of moral ideas, Herbart thought he should 
be under the control of adults. This control, however, was to be 
gradually relaxed, for otherwise it would lead to moral tyranny rather 
than moral autonomy and freedom.* 

The simplicity of Ilerbart’s theory of moral education, as imple- 
mented by his five steps and his culture epochs,* had a wide appeal 
in both secular and church schools. This is not surprising, for Her- 
bartian doctrine fitted into their existing pattern of lesson plans with a 
minimum disturbance of fundamental precontjeptions. Without 
challenging the evangelistic theory of education as bringing saving 
truth to children in their otherwise lost condition, Herbart merely 

* For a fuller account of this psychology, see mipra, pp. 144-14.5. 

• But Herbart would have none of Kant’s transcicndental freedom, for that 
would render uncertain the cifcct of moral education on the conduct of the child. 

It is further noteworthy that Herbart rested the sanction for morals, not so 
much in religion as, like the Greeks, in an aesthetic sensibility of the child. He 
expected the child to recognize the inappropriatenpss of wrong just as he would 
the inappropriateness of a counterpoint in music that produced dissonance rather 
than harmony. See J. F. Herbart, Aesthetic Revelulion of the World as the Chief 
Work of Education, George Routledge & Sons, Ltd., London, 1924. 

■ For further accounts of these devices, see supra, pp. 219-221, 307-311. 
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expedited the process of apperceiving the revealed truth. The only 
harm he did, if any, was to lull leaders into a false sense that the evan- 
gel was reaching its mark when it was intellectually coinprehended 
by the child. After all, as Aristotle and St. Paul long ago pointed 
out, the ideal of making men good by maMng them intelligent 
was an oversimplification of the problem. Moreover, not only 
did modem psychology soon explode Herbart’s ideomotor theory 
of behavior, but the tides of modem social forces often proved so 
powerful as to render a man impotent in spite of his knowledge 
of goodness. 

Friedrich Froebel (1782-1852), originator of the kindergarten, made 
a more religious approach to the problem of moral education. At the 
very outset, however, he parted company with conventional Chris- 
tianity by refusing even to suspect child nature of evil inclinations. 
Nature was God’s handiwork, and therefore to accuse it of evil was, 
to Froebel, blasphemous. Quite to the contrary, Froebel took the 
view that there was a spark of divinity in human nature which strug- 
gled to achieve a unity with the divine. The divine, however, was not 
so much supermundane as constantly revealed in the development of 
man and nature toward ultimate unity. Froebel made extensive 
use of anything in the child’s environment that he thought symbolically 
suggested this unity to the cliild. The churches, from time imme- 
morial addicted to symbolism, when they finally came to employ 
Froebelian ideas, found his educational use of symbolism peculiarly 
congenial. 

The first germ of the child’s reli^ous and moral feeling Froebel 
looked for in the common unity, or community, of the family circle. 
Learning to be good there was a matter not of learning dogmas but of 
having an opportunity to be sdf-active, to grow according to the laws 
of his own nature into unity with humanity and ultimately with God 
himself. Fjvil Froel)eI treated, not as something to be extirpated by 
punishment, but as a tendency to activity that could be atrophied 
by having no opportunity to e.xercise itself. By nourishing good habits 
with praise, he hoped they would grow so lustily as to choke out the 
weeds of bad ones. 

The first outstanding American educator to respond to these 
European influences was Colonel Francis W. Parker (1831-1902). 
He accepted Herbart’s notion of presenting the best moral ideas to be 
found in history and literature but insisted on adding science as an 
additional source of moral knowledge. For moral dynamics, however, 
he went to Pestalozzi and especially to Froebel. From the latter he 
accepted the central position of the self-active nature of the child. 
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The design of his nature having predominantly good tendencies/ 
moral education consisted in the working out of these tendencies 
through the child’s own self-effort. To turn this about and restate it, 
self-effort in the direction of the laws of growth is the essence of 
moral education. 

If anything, Parker made Froebel’s social emphasis in moral 
education even more explicit. “ The predominant condition, then, for 
moral training is community life, the society of the school," he said in 
his Talks on Pedagogics. “Here measures and gauges of history are 
acquired by actual experience; here civics is essentially practiced; the 
the roots of afterlife, the springs of action, are all here. Home is the 
center; the church makes home better; but the common school is 
the place where the lessons gained in both may be essentially practiced. 
Here classes learn to respect each other; the children of the rich and the 
poor, the intelligent and the ignorant, are fused and blended by mutual 
action and mutual love. The common schools present a perfect 
means of moral training; order, work, and play all tending to the 
cultivating of true manhood.”* 

From such broad premises it followed that all education was moral. 
Indeed, Parker was willing to go even further and state that methods of 
the secular school not adapted to the laws of child growth were posi- 
tively immoral I To be specific, he indicted schools for immoral 
practices when they employed marks and prizes in such a way as to 
cultivate selfishness in the pupil, when they invoked corporal punish- 
ment, which resulted in degrading the spirit, when too great insistence 
on verbatim memoriter work deprived the child of an opportunity to 
be spontaneously originsl, and when history was falsely taught 
from the bias of religious creed, political partisanship, or national 
interest.’ 

What Parker took occasion to suggest in outline John Dewey 
(1859- ), his friend, developed in considerable detail. Although 

Dewey found much in Froebel and Parker on which he could biuld, 
he also felt it necessaiy to clear the groimd of Kantian obstructions 
before he could make his own additions. His chief objection to 
Kantian moral education was its dualism between impulse and reason. 

* Parker conceded there might, be gome evil in heredity. The Englidiman 
Herbert Spencer (1820-1903) ascribed any such evil tendency as akin to similar 
early tendencies in the race. Seo H. Spencer, Education: iTiiellectual, Moral, and 
Physical, pp. 108-109, J. M. Dent A Sons, Ltd., London. 

* Parkeb, F. W., TaUes on Pedagogics, pp. 258-269, The John Day Company, 
New York, 1937. 

* im., pp. 271-272. 
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While Dewey was willing to go a long way with Kant in rejecting 
pleasurable impulse as a moral end, he was far from rejecting it as a 
-means or motivation for conduct. The Kantian motivation of sheer 
intellectual effort Dewey thought lacking in genuine niotor power 
such as only organic impulse and emotion can provide. Furthermore, 
it led to inconsistency and sentimentality. Sh^er intellectual effort in 
attention to duty might enable a child externally to assume the formal 
indications of the correct moral attitude, but internally the attitude 
might be so opposed to the child’s real feelings that the moral result 
would be to teach him, not a sense of duty, but rather one of pretense 
and hypocrisy. Or, if one make the essence of morality inner motive — 
meaning well — ^rather than toeing the mark for the sake of appearances, 
then school morality ran the risk of becoming sentimental and even 
arbitrary. 

As for the separation between moral and secular knowledge to 
which the initial Kantian dualism between reason and impulse led, 
Dewey was especially severe in criticism. “This separation, if valid," 
he trenchantly wrote, “is of especial significance for education. 
Moral education in school is practically hopeless when we set up the 
development of character as a supreme end, and at the same time 
treat the acquiring of knowledge and the development of under- 
standing, wliich of necessity occupy the chief part of schooltime, as 
having nothing to do with character. On such a basis, moral education 
is inevitably reduced to some kind of catechetical instruction, or 
lessons about morals. Lessons ‘about morals’ signify as a mat- 
ter of course lessons in what other people think about virtues and 
duties. ... As a matter of fact, direct instruction in morals has been 
effective only in social groups where it was a part of the authoritative 
control of the many by the few. Not the teaching as such but the 
reinforcement of it by the whole regime of which it was an incident 
made it effective. To attempt to get similar results from lessons 
about morals in a democratic society is to rely upon sentimental 
magic.”' 

Abandoning any dualism in his own constructive thinking on moral 
education, Dewey stated his own specifications very succinctly. 
“In truth, the problem of moral education in the schools is one with 
the problem of securing knowledge — the knowledge connected with 
the system of impulses and habits. For the use to which any known 
fact is put depends upon its connections. . . . What is learned and 
employed in an occupation having an aim and involving cooperation 

‘ Dewet, J., Democracy and Education, p. 41 1, The Macmillan Company, New 
York, 1916. 
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with others is moral knowledge, whether consciously so regarded or not. 
For it builds up a social interest and confers the intelligence needed 
to make that interest effective in practice. Just because the studies 
of the curriculum represent standard factors in social life, they are 
organs of initiation into social values. As mere school studies, their 
acquisition has only a technical worth. Acquired under conditions 
where their social significance is realized, they feed moral interest and 
develop moral insight.”^ 

In this statement one will do well to note the continuity of Dewey’s 
thinking with that of Frocbel and Parker. Dewey, too, attached 
central importance to the spontaneous instincts and impulses of 
children. These, he furthermore agreed, must have an opportunity 
to exert themselves in a social situation. But in addition, he insisted, 
there must be opportunity for intelligence to exercise judgment, to 
evaluate work done, to discriminate and choose between the relative 
values of competing impulses. The role Dewey thus assigned intelli- 
gence did not stand in sublime isolation. Rather, true to Dewey’s 
pragmatism,* it operated as a biological instrument for the adaptation 
of impulse. Of course, Dewey expected that the directing of impulse 
would involve some constraint or inhibition of its spontaneity. Yet 
he saw no moral value in making inhibition a moral end in itself. 
Discipline, constraint, if it had any positive moral value, came from 
holding one’s powers in line to concentrate on some job in hand rather 
than letting them discharge in random or irrelevant directions. 

While Parker took great pride in the moral possibilities of the 
nonsectarian public school, Dewey professed to sec in it even religious 
opportunities as well. “ Our schools,” he hopefully wrote, “in bringing 
together those of different nationalities, languages, traditions, and 
creeds, in assimilating them together upon the basis of what is common 
and public in endeavor and achievement, are performing an infinitely 
significant religious work. They are promoting the social unity out of 
which in the end genuine religious unity must grow.”’ 

THE “religious-education” movement 

At the opening of the twentieth century one might say that two 
theories of moral education were developing side by side, one in the 
Sunday school and the other in the secular school. In the former the 
curriculum of Christian faith and practice was considered as already 

• Ibid., pp. 413-414. 

* For a fuller account, see supra, pp. 129-132. 

' Dewet, J., "Religion and Our ^hools,” HMert Journal, 6; 806-807, July, 
1908. 
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known or revealed in the Bible. Education was by evangelism; 
it was a bringing of these known religious and moral truths to the child 
and securing his acceptance and application of them. Church peda- 
gogy, if not exclusively interested, was at least more interested in 
God’s approach to man through grace than it was in man’s approach 
to God through education. It still looked on man more as a fallen 
angel than as a rising primate. In the latter, the secular school, the 
approach to moral character was educational rather than evangelical. 
There moral education took its point of departure in the ongoing 
experience of the child in a social situation. Moral knowledge was 
the result of choosing between alternate ends of conduct and evaluating 
them in the light of their outcomes or conseriucnces. ‘ 

A mild crisis was developing. In 1903 a notable number of reli- 
gious educators, public school men, and laymen — Catholic, Jewish, and 
Protestant — gathered together and formed the Religious Education 
Association. Its constitution declared the object of this association 
to be “To inspire the educational forces of our country with the 
religious ideal, to inspire the religious forces of our country with the 
educational ideal, and to keep before the public mind the ideal of 

‘ L. A. Weigle has taken occasion to attempt the resolution of these opposing 
tendencies. “A mistaken antithesis,” he asserts, “has sometimes been drawn 
between evangelistic and educational ways of conceiving the function of the 
Church. Those who believe in religious education have been accused of ignoring 
the grace of God and of imagining that morality and religion may be educed from 
man himself or grown within him by processes of skillful cultivation, without need 
of the regenerating Spirit of God. Those, on the other hand, who have usurped 
to themselves the name of evangelists, have at times spoken as though the message 
of salvation were preeminently contained in Jesus’ comparison of the Spirit to the 
wind, which ‘blowcth where it listcth, and thou hearest the sound thereof, but 
canst not tell whence it cometh and whither it goeth ’ ; and they have relied upon 
spasmodic revivals of religion to the neglect of the more sober, constant, and con- 
structive methods of educational evangelism. Less than a hundred years ago, 
debate was still waging in New England as to whether there really are or con be 
any means of grace. 

“ It cannot be urged too strongly that the antithesis thus sot up is mist fiken and 
untrue. A scheme of Christian education that should fail to take account of man’s 
dependence upon the Spirit of God would contradict the very gospel which it under- 
takes to teach. ‘By grace are ye saved through faith, and that not of yourselves; it 
is the gift of God.’ But the Spirit of God is not arbitrary; His grace does not 
baffle expectation. It is, in fact, a species of atheism — ^unintended yet practical 
atheism — to deny God’s presence and power in the natural laws which He has 
ordained and to fail to recognize in these laws the accustomed means and channels 
of His will. Not evangelism or education, then, is the alternative before the 
Church; its work is that of evangelism through education,” Committee on tbf 
Wot and the Religious Outlook, op. cU., p. 40. 
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religiouB education, and the sense of its need and value.”* This was 
an important statement, for, as one can see, it clearly made an educa- 
tional rather than an evangelical approach to religious instruction. 

What were the forces that led up to this new emphasis? There 
were a number. To begin, this was a period of general dissatisfaction 
with and protest against existing conditions. Men were discontented 
with political and economic circumstances as well as with educational 
ones. Social reform was in the air, as witness the presidential cam- 
paigns from 1896 to 1912. Educational reform was not far behind. 
Experimental schools were starting, which in the second decade of the 
century were to form the Progressive Education Association.’ The 
scientific study of education through the new science of psychology 
was making marked headway in capturing the imagination of secular 
educators.' 

Similar stirrings were not uimoticed in the churches. A scientific 
psychology of religion was coming into being. The higher criticism of 
the Bible in the light of modem historical study was demanding a 
reexamination of popular beliefs. Caught in the undertow of current 
political and economic reform, religion came to take greater interest in 
ethical than in metaphysical problems. There was more preaching of 
the social gospel. Spurred by new confidence in what man could do 
with his institutions by taking thought, numerous associations sprang 
up for the purpose of promoting moral education. Already toward the 
end of the nineteenth century Felix Adler (1851-1933) had formed 
the Society for Ethical Culture and, five years after the formation of 
the Religious Education Association the first International Moral 
Education Congress met in London. 

This new educational approach, indeed, had not been without 
its prophet in the evangelical nineteenth century. This prophet was 
the clergyman Horace Bushnell (1802-1876), a contemporary of 
Menu’s and Barnard’s. Just before the mid-point of the century 
Bushnell published a brochure. Discourses on Christian Nurture.* 
In this he took exception to the conventional evangelical view that the 
child, owing to the taint of ori^nal sin, must grow up in enmity to 
God till such time as he is mature enough to repent the evil of his 
yr&yB and become converted to the Christian way of life. Quite to 

‘ Quoted in A. A. Brown, History of Beligiout Education in Recent Times, pp. 
177-178, Abington-Cokesbury Press, New York, 1923. 

> For a more extended account of this development, see infra, pp. 412-115, 530. 

' For a fuller account of this development, see supra, pp. 148-1S4. 

‘Bushnell, H., Discourses on Christian Nurture, Massachusetts Sabbath 
School Society, Boston, 1847. 



RKLIGIOtJS AND MORAL EDUCATION 


349 


the contrary, Bushnell affirmed that the proper notion of Christian 
nurture is that the child should grow up with never a thought that he 
was going to become anything but a Christian. Becoming a Christian, 
in other words, could be a gradual process of nurture through educa- 
tion as well as the more abrupt, catastrophic one of revivalistic 
conversion. 

Prophet of an educational approach though he was, Bushnell 
grasped the modem conception of education only very dimly. In fact, 
he flatly rejected the notion of education as developmental put forward 
by Froebel, his contemporary, whose work he probably did not even 
know at the time. Nothing was more unreasonable, he held, than the 
assumption that child nature was radically good and that therefore 
the work of Christian education had only to educe this good, give it an 
opportunity to express itself. To him growth in Christian virtue was 
no vegetative process but something still to be won through a struggle 
with and a rescue from evil. Yet what Bushnell did see clearly was 
that the church’s theory of nurture had been suited to adults and stood 
in need of restatement for children. 

The process of restating Christian nurture in more educational 
terms took several directions in the twentieth century. One was to 
incorporate into religious education the new pedagogical point of view 
of such secular educational innovators as Froebel, Parker, and Dewey. 
As Dewey had had an experimental school at the University of Chicago, 
so now an experimental Sunday school was opened at the Union 
Theological Seminary in New York. The man who more than any 
other tried to persuade the church schools to a new point of view was 
George Albert Coe (1862- ), one of the foremost spirits in the 

Religious Education Association. In 1917, just a year after Dewey 
had brought out his famous Democracy and Edveation, Coe published 
his Social Theory of Religious Edvcalvm. This book set the progressive 
pattern for religious education that Dewey’s ultimately did for pro- 
gressive secular education. 

As its title implies, Coe’s book kept company with Froebel, Parker, 
and Dewey in making the central feature of religious education the 
growing experience of the child in a social situation. It proposed to 
awaken religious experience in children by having them live with 
people who had had and were having vital Christian religious experi- 
ences. It recommended that the term "religious instruction" be 
emptied of its traditional meaning of telling the child what to believe. 
Instead, it should be a matter of ^couraging the child to develop his 
own religious experience by participating in a social situation where 
people were at grips with problems the solution of which was bound 
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to reveal religious values. This did not mean neglect of Biblical 
materials, whose transmission hitherto had been the core of the Sunday 
school program. Rather, it meant using the Bible as a constant 
source book for the enrichment and guidance of the ongoing growing 
religious experience of the child. Consequently, there would be no 
fixed order of presentation of materials as in either the uniform or 
graded lesson series. Instead, the inevitable social problems incident 
to changing social situations would furnish the best suggestion for the 
selection and order of presentation of Biblical materials. 

By the end of the First World War the religious-education move- 
ment, inaugurated at the beginning of the century, had become a 
force with which to reckon. Its momentum was no little augmented 
by a strong contemporary movement to overhaul the secular curricu- 
lum of the public schools from top to bottom.' New techniques for 
curriculum revision, to say nothing of a rigorous application of func- 
tionalism, produced such striking results there that Sunday school 
leaders could hardly remain unaffected. The International Lesson 
Committee, whose uniform lesson series still ruled a wide favorite, 
over the graded one, was not long in feeling the impulse to reexamine 
its own procedures. 

Two years after the end of the war the committee appointed a 
commission of seven, composed of both religious and secular curriculum 
experts, to study the situation. In two more years their report was 
ready. It recommended three kinds of lesson plans, a continuation of 
the uniform and graded series for those who still wished them and a new 
plan to be known as the “International Curriculum of Religious 
Education." This last followed the theory laid down by Coe. Taking 
its point of departure in the experience of the child in an ongoing social 
situation, it made much of the project method of organizing the 
curriculum.® Problems met in actual social experience became the 
vehicle for teaching religious values. Much was made of capturing 
religious values, not by the frontal assault of “direct” assignment, 
but by the flank attack of learning them “incidentally” in a social 
situation. Consequently, teachers were taught to be on the lookout 
for minor habits and attitudes formed as a by-product to learning 
major ideals. Churches, to provide physical plants adapted to the 
demands of this new program of religious education, built gymnasiums, 
recreation halls, and clubrooms. 

The Catholics, though slow to respond to such a novel program, 
were not unaffected by notions of pedagogical reform that had been 

‘ For a fuller account of this curriculum development, see supra, Chap. 10. 

* For a fuller account of the project, see supra, pp. 242-244. 
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in the air for some time. Clinging throughout to the catechism 
as the central feature of their religious and moral instruction, Catholics 
were always more or less sensitive to the danger that catechetical 
instruction might become aridly intellectual and formal. To prevent 
this happening, one group of German Catholics about the beginning of 
the twentieth century sought to base catechetical instruction on new 
psychological principles. For long, catechetical instruction had been 
dogmatic, following the threefold order of propositio, explicatio, and 
applicatio. Now a new threefold method of “presentation,” “explana- 
tion,” and “application” was put forward. The current interest in 
psychology was most evident in the first step. The shift there was 
from commencing the lesson with an abstract statement in the cate- 
chism to starting the lesson with reference to an experience of the 
child’s. This experience might arise from a concrete object like a 
sacred relic perceived by his senses or a dramatic story made vivid to 
his imagination. In the second step the catechist was to derive the 
catechetical principle implicit in the child’s experience and explain 
it by correlating it with his previous doctrinal knowledge. The 
third step was an appeal to wUl to ensure that the fruits of the lesson 
would issue in conduct. 

While the foregoing obviously reflects Herbartian educational 
thought, another innovation in catechetical instruction stemmed from 
Maria Montessori (1870- ), the noted Italian educator. Montes- 

sori, too, was much impressed with the new psychological approach to 
education and laid much stress on the native activities of the child. 
Consequently, in catechetical instruction she proposed postponing 
temporarily the use of memoriter materials. Instead, she preferred to 
let the cliild learn religion in a child’s way, that is, by engaging in 
religious activities and having these explained in terms of the catechism 
as occasion subsequently arose. This attempt to build the super- 
natural edifice of truth and character on a more secure foundation in 
the natural order was a departure from traditional CathuUc practices. 
Some Catholics feared it leaned too far in the direction of pedagogical 
naturalism, others that Catholic catechetical instruction had too long 
minimized the importance of the natural in intellectual and moral 
instruction.^ 


CHARACTER EDUCATION 

Another direction taken by the restatement of Christian nurture in 
the twentieth century was that of scientific investigation. Of most 

’ In America Fr. T. E. Shielda (1862-1921) of Catholic University was among 
the first to introduce modern methods of catechetical instruction. “Love rather 
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outstanding signiScance here was the Character Education Inquiry. 
For long there had been various methods proposed for the formation of 
character, but there was no scientific evidence to determine which had 
value and which had not. Upon the initiative of the Religious 
Education Association backed by financial assistance from the Insti- 
tute for Social and Religious Research a very carefully plaimed 
inquiry was launched to throw light on this problem. After elaborate 
investigation over a period of years, the inquiry made its report just 
as the clouds of depression were darkening the land.^ 

It concluded that conventional ways of teaching character were on 
the whole ineffective. A principal cause of this ineffectiveness lay in 
the frequent contradiction between the abstract precept taught and the 
practical demands of the individual atuation to which it was taught as 
applicable. Such circumstances not only made the teaching of 
consistent moral character difficult but often resulted in recommending 
inconsistency as the price of inward peace of mind. There was no use, 
moreover, in expecting many children to resolve this tension in favor 
of abstract ideals unless they had the force of public opinion behind 
them. In its own best judgment the inquiry took the view that 
“the building of a functioning ideal for society which may serve at 
once as a principle of unified or consistent response and as a principle 
of satisfactory social adjustment . . . must, therefore, be derived 
from the inherent nature of social life and growth as experienced by the 
child himself.”’ The thinking of Dewey and Coe is very obvious in 
this conclusion. 

One interesting outgrowth of the wide discussion and investigation 
of character education was the rejection or at least serious qualification 
of the ancient notion of Aristotle that character was an aggregate of 
traits or good habits.’ Coe early took occasion to point out that 
training in character or virtue was something more than a training in 
individual virtues. Thus, individual virtues such as bravery, fidelity, 
and honesty apply as well among a band of robbers as among a group 

than fear, self-activity rather than regimentation, virtue rather than mere knowl- 
edge, development rather than cramming" — these were some of the characteristics 
of Fr. Shield's methods. See G. Johnson, "Character Education in the Catholic 
Church," Religious Education, 24: 5&-67, January, 1929. More recently Fr. 
Alexander Schorsch of De Paul University has been noted for an interesting appli- 
cation of the "unit" method to religious and moral instruction. 

> Character Education Inquiry, Studies in the Nature of Character, 3 vols.. The 
Macmillan Company, New York, 1930. 

* Ihid., vol. 3, p. 378. 

' For a philosophical account of t.hia theory, see supra, pp. 103-104. 
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of law-abiding citizens.* Hence character education, to be successful, 
must also train the child to organize his habits or virtues according to 
some fundamental or inclusive principle of consistency. -Training 
of this sort involved an integration of the whole child around purposeful 
activity in a democratic social situation.* 

The great interest that the character-education movement stirred 
up was most timdy. The third decade of the twentieth century, being 
a postwar decade, witnessed a general moral reaction from the high 
idealism of the war period. In part, this reaction was a moral letdown, 
but in part also it represented a considerable change in moral customs 
that by many was mistaken for a moral letdown. Unrivaled economic 
prosperity in this decade followed by unrivaled economic depiession 
in the next added further to the strain of keeping the nation’s moral 
chin up. As a result a number of large-scale character-education 
programs such as the Iowa plan, the Junior Bed Cross, and the 
Knighthood of Youth were put in operation.* 

But there were many people who did not think these were sufficient 
to cope with the moral crisis of the times. They thought that moral 
and character education could not fuUy succeed so long as the public 
school neglected religious or spiritual values. Hence they sought to 
work out ways whereby the public school could bo connected Avith 
religious instruction again and yet not violate the nearly hundred-year- 
old tradition for the divorce of church and state in the matter of 
religious education. These ways took various forms but principally 
the one of arranging for released public school time during which 
children could attend religious instruction at churches of their choice 
or pastors of these churches could come to the public school and offer 
instruction to members of their respective flocks. Many friends of the 
public schools were not a little alarmed at this and other endeavors to 
whittle away from the secular basis of the public school. Further^ 
more, they staunchly denied that the public schools were neglecting 
spiritual values.* 

* Cob, G. a., “Virtue and the Virtues,” Religioua Education, 6; 485-492, Jan- 
uary, 1912. For a further criticism of this theory, see Hartsborne, Character in 
Human Relations, Chaps. 9-12, Charles Scribner’s Sons, New York, 1933; National 
Education Association, Department of Superintendence, 10th Yearbook, Character 
Education, pp. 43-50, Department of Superintendence, National Education Asso- 
ciation, Washington, D.C., 1932. . 

* Habtbhorne, op. eit., Chap. 13. 

* Ibid., Chaps. 5-6. 

* John Dewey Society, 7th Yearbook, The Public School and Spiritual Values, 
Harper A Brothers, New York, 1944. 
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OONBEBVATIVB REACTION 

The reveraon to an emphasis on religious education was a more 
significant event than might appear on the surface. It marked a 
decline, not only in the character-education movement, but also in 
Coe’s social theory of reli^ous education. One fault Protestants 
found with Coe’s theory was that it really was character education 
and not religious education at all and that character education pro- 
moted a further secularization of education, which already had done 
enough harm. Another Protestant objection, already familiar, was 
directed at the excessive optimism that many thought the scientific 
approach to religious education had created. To the question "What 
can religious education do with human nature?’’ one optimistic 
scientific investigator had answered, “Religious education can accom- 
plish nearly anything it wants to do with human nature, if only it will 
gain an accurate knowledge of the laws of mental life, and have the 
grace to observe them.’’* To the evangelical conservative such a 
conceited claim was a snare and a delusion. To him man was too 
weak by nature to expect to lift himself by his own educational boot- 
straps.* Siding rather with St. Paul the conservative claimed, 
“by grace are ye saved through faith; and that not of yourselves: it is 
the gift of God.’’* 

At the time when this conservative reaction was setting in, a 
similar reaction was occurring among Catholic educators. This is best 
exhibited in the encyclical of Pius XI, The Christian Educaiion of 
Youth, promulgated in 1929. In this encyclical the Pope found it 
necessary at many points to dissociate Catholic theory and practice 
from the more extreme innovations introduced into Christian nurture 
in the twentieth centuiy. His own words speak more succinctly than 
any others: 

In fact it must never be forgotten that the subject of Christian education 
is man whole and entire, soul united to body in unity of nature, with all his 
faculties natural and supernatural, such as right reason and revelation show 
him to be; man, therefore, fallen from his original estate, but redeemed by 
Christ and restored to the supernatural condition of adopted son of God, 
though without the preternatural privileges of bodily immortality or perfect 
control of appetite. There remain, therefore, in human nature the effects of 
original sin, the chief of which are weakness of will and disorderly mclinations. 


‘ Stahbuck, E. D., Rdigious Education, 18: 72-77, Fehruaiy, 1923. 

* Smith, H. S., Faith and Nurture, pp. 131, 201-202, Charles Scribner’s Sons, 
New York, 1941. 

* Ephesians, 2:8, 



RELIGIOUS AND MORAL EDUCATION 355 

Disoiiderly mclinations then must be corrected, good tendencies encour- 
aged and regulated from tender childhood, and above all the min d must be 
enlightened and the will strengthened by supernatural truth and by the means 
of grace, without which it is impossible to control evil impulses, impossible to 
attain to the full complete perfection of education intended by the Church, 
which Christ has endowed so richly with Divine doctrine and with the Sacra- 
ments, the efficacious means of grace. 

Hence every form of pedagogic naturalism which in any way excludes or 
weakens supernatural Christian formation in the teaching of youth is false. 
Every method of education founded, wholly or in part, on the denial or for- 
getfulness of original sin and of grace, and relying on the sole powers of human 
nature, is unsound. Such, generally speaking, are those modem systems bear- 
ing various names which appeal to a pretended self-government and unre- 
strained freedom on the part of the child, and which diminish or even suppress 
the teacher’s authority and action, attributing to the child an exclusive 
primacy of initiative, and an activity independent of any higher law, natural 
or divine, in the work of his education. 

If any of these terms are used, leas properly, to denote the necessity of a 
gradually more active cooperation on the part of the pupil in his own educa- 
tion; if the intention is to banish from education despotism and violence, 
which, by the way, just punishment is not, this would be correct, but in no 
way new. . . . 

But alas! it is clear from the obvious meaning of the words and from 
experience, that what is intended by not a few, is the withdrawal of education 
from every sort of dependence on the Divine law. So today wo see, strange 
sight indeed, educators and philosophers who spend their lives in searching 
for a universal moral code of education, as if there existed no Decalogue, no 
Gospel law, no law even of nature stamped by God on the heart of man, 
promulgated by right reason, and codified in positive revelation by God Him- 
self in the Ten Commandments. . . . 

Such men are miserably deluded in their claim to emancipate, as they say, 
the child, while in reality they are making him the slave of his own blind pride 
and of his disorderly affections, which, as a logical consequence of this false 
system, come to be justified as legitimate demands of a so-called autonomous 
nature. 

But what is worse is the claim, not only vain but false, irreverent and 
dangerous, to submit to research, experiment and conclusions of a purely 
natural and profane order, those matters of education which belong to the 
supernatural order. . . . 

From this it follows that the so-called “neutral" or “lay” school, from 
which religion is excluded, is contrary to the fundamental principles of educa- 
tion. Such a school moreover cannot exist in practice; it is bound to become 
irreligious. . . . 

And let no one say that in a nation where there are different religious 
beliefs, it is impossible to provide for public instruction otherwise than by 
neutral or mixed schools. In such a case it becomes the duty of the State, 
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indeed it is the easier and more reasonable method of procedure, to leave free 
scope to the initiative of the Church and the family, while giving them such 
assistance as justice demands. . . . 

Hence the true Christian, product of Christian education, is the super- 
natural man who thinks, judges and acts constantly and consistently in 
accordance with right reason illumined by the supernatural light of the 
example and teaching of Christ; in other words, to use the current term, the 
true and finished man of character. For, it is not every kind of consistency 
and firmness of conduct based on subjective principles that makes true char- 
acter, but only constancy in following the eternal principles of justice. . . . 

The scope and aim of Christian education as here described, appears to the 
worldly as an abstraction, or rather as something that cannot be attained 
without the suppression or dwarfing of the natural faculties, and without a 
renunciation of the activities of the present life, and hence inimical to social 
life and temporal prosperity, and contrary to all progress in lettein, arts and 
sciences, and all the other elements of civilization. . . . 

The true Christian does not renounce the activities of this life, he does not 
stunt his natural faculties; but he develops and perfects them, by coordinating 
them with the supernatural. He thus ctmobles what is merely natural in life 
and secures for it new strength in the material and temporal order, no less than 
in the spiritual and eternal.* 

No doubt this conservative reaction, both Protestant and Catholic, 
in the decade preceding the Second World War expressed the opinion 
of the great majority of church leaders in education. The progressive ‘ 
educational theory of Christian nurture had appuently only scratched 
the surface. Whether the scratch would disappear or whether it would 
leave a permanent mark on the face of Christian nurture remained a 
postwar problem. 

* Pius XI, The Christian Education of Youth, Catholic Educational Renew, 28: 
148-162, March, 1930. 



CHAPTER XII 

FORMAL AND INFORMAL EDUCATION 


Every now and then educators have to stop to remind themselves 
that there is much more to education than what takes place within 
the four walls of the school. They have to remind themselves that 
the child is getting an education from liis experiences out of school as 
well as from those within — ^indeed, that sometimes his out-of-school 
education is more significant for his future development than his 
in-school education. Persistent and recurrent questions arise from 
this situation. What, for instance, has been the relative effectiveness 
of formal and informal education? How did the formal school come 
into existence? What social function did it evolve to serve? Again, 
what have been the vicissitudes of the family as an immemorial 
preschool educational agency? And what has been the success of the 
postschool education of adults? 

THE TKANSmON FROM INFORMAL EDUCATION TO FORMAL SCHOOLING 

In early primitive times, education was little differentiated from 
the daily activities of the adult generation. It was something that 
occurred at odd moments during these activities and incidental to 
them. The young learned such life activities as hunting, making 
artifacts, and worshiping tribal divinities by participating directly and 
informally in these activities along with older and more experienced 
people. Even the play of children was in large measure an imitation 
of adult activities, their toys diminutive models of the implements of 
their parents. 

But even as early as the culture of primitive society, education was 
already losing its informality. This decrease in informality came 
about through the primitive initiation ceremony. It is common to 
stress this ceremony as a milestone in the life of the young. Occurring 
about the period of adolescence this ceremony marked the transition 
from childhood with its immaturity and irresponsibility to adulthood 
with its privileges and duties. As a matter of fact, however, initiation 
was more than a ceremony to mark the passing of a milestone. It 
was, in addition, a period of intensified education. Often it lasted 
several days or even weeks during which the candidate for adulthood 

m 
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was both instructed and tested. He was instructed in the special 
secrets and lore of his tribe and tested in his ability to endure pain, 
hunger, and fear. If he survived this ordeal, the event was celebrated 
with feasting and dancing. 

It is easy to see how the semiinformal education of initiation 
passed over into the more formal education of the school. The 
educational exjteriences of initiation were barely one step removed 
from the daily life experiences of adults. Although the adult members 
of the tribe took time off to administer the rites and although they often 
went away to some particular place to hold them, the experiences 
prepared were as nearly like life as they could be made. Certainly, 
the youth had no difficulty in perceiving their relevancy. In the 
course of time, however, these consciously designed educational 
experiences became two, three, and even more steps removed from the 
life experiences for which they prepared. As this time approached, 
the institution we have come to call “school” came more and more 
into view. 

/ Several factors tended to produce this situation. One of the 
earliest appeared with the increase of the cultural heritage. As this 
heritage accumulated, it became so great in extent that there was no 
longer time to transmit it informally. There was even danger that 
parts of it might become lost or forgotten. As a result, a special 
institution, the school, was gradually evolved where such parts of the 
culture might be perpetuated. As thus evolved, the school was not 
directly concerned with life. Rather was it, as the sociologists have 
described it, a residual institution. Like a residuary legatee, it caught 
up and perpetuated the odds and ends of the social culture that 
otherwise might have been transmitted tlu’ough daily life experiences. 

Even more significant in broadening the gap between life and 
education and necessitating the school was the increase in the com- 
plexity of the cultural heritage. The culture transmitted at the time 
of initiation was never so intricate that the youth could not understand 
it by direct and immediate participation in the adult activities pre- 
scribed. At a later time, however, the culture became so much more 
complex and difficult that an increasing number of adult activities 
lay beyond their comprehension. Youth’s level of meanings was 
distinctly below that of the mature members of his group. Educa- 
tional experiences had to be arranged in stages, therefore, like a system 
of locks in a canal, to lift the youth up to a level where they could 
participate in adult activities with the same meanings that adults 
attached to them. In other words, the intricacies of culture had to be 
simplified for them into a series of graduated steps. But each of 
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these steps placed education that much further away from the life 
activities for which they were preparatory. Educational experiences 
were still selected and pointed toward life, but obviously, education 
had progressed far from the incidental informality of life toward the 
conscious formality of school. 

Probably no single item of the complexity of culture made school 
more necessary than did the reduction of the social culture to written 
form. When this occurred in very ancient times, the youth had first to 
learn the symbols of a written language, to say nothing of its grammar, 
before he could partake of the adult culture. Naturally, this required 
a preparatory state, a stage apart from life itself. Moreover, itj 
required that some adults make an adult activity of instructing youth I 
in reading and writing and later on in the mysteries locked in the 
recorded culture itself. Thus the complexity imposed on the social 
culture by writing led not only to a formal school but to a group of 
formal or professional teachers as well. 

Under the conditions of informal education, adults became ad hoc 
teachers as occasion might demand. Parents in their daily occupa- 
tions continually stepped in and out of the role of teacher. In so 
advanced a culture as that of the Spartans every adult was responsible 
for the instruction of the young, regardless of blood relation. But as 
culture became more complex and especially as this complexity was 
due in part to recording the culture in written symbols, a division of 
labor gradually occurred in society so that some adults made it their 
special business to be teachers of the young. Naturally, they special- ■ 
ized in teaching the recorded culture of the past; but as this changed 
relatively slowly, teachers tended to get out of touch with active life, ■ 
the culture of the present, which was constantly being reshaped on the 
anvil of daily experience. Thus again formal education became 
differentiated from informal, and school became differentiated from 
life. 

The relation of education to life in an advanced state of culture 
is further revealed by the etymological origin of the word for school. 
Our word “school” derives from the Greek vxoXiJ, whose root meaning 
is “leisure.” Evidently the Greeks so consistently devoted their 1 
leisure to educational pursuits that custom gave the word for “leisure” 
an added meaning. For one thing this bit of etymology reinforces the 
conclusion that formal education, or school, had by this time long 
^ce ceased to be identical with life and was now definitely several 
steps removed. It indicates that the social culture had become so 
vast and so complex that one had to have leisure from ordinary 
activities in order to master it. 
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For another thing, the identification of school with leisure marked 
the achievement of the basic economic conditions that later permitted 
the pursuit of education as an end in itself, as something more than 
just the means of entering the adult group and maintaining its con- 
tinuity. At first, leisure was the indispensable prop for any education 
whatever. The quantity of leisure and education at this stage was 
just enough to cover the minimum necessary to ensure the continuance 
of society. Later, notably in the commercial culture of the Greeks, 
when peace and the arts and sciences produced a superabundance of 
leisure, education could be pursued, not merely as a means, but as 
an end as well. As an end it became the object of pursuit by adults 
as’weD'as'fiy the younger generation. 

The point was a very critical one for the subsequent relation of 
education and life. When reached by various civUizatiuns, it was, 
all too often, the last step in the separation of education and life. 
While education was pursued as a means of entering the adult group 
and preserving its social continuity, there was a constant check on the 
effectiveness with which one was achieving this end of life. But once a 
leisure class made education its own end, education constantly ran 
the risk of becoming esoteric and out of touch with life. This, how- 
ever, was a late development. ‘ Yet, in spite of this risk, it remains 
to say that the pursuit of education as an end in itself also paradoxi- 
cally led to a new identity of education and life. Beaching the stage 
of indulging in education for its own sake implied that leisure pursuits 
had become regularly accepted as adult activities. In other words, 
education took its place along with politics, religion, and the like, in 
its demands on adult time and attention. 

It would be a mistake to think that the evolution of a formal school 
with a curriculum largely of written materials and later with a staff of 
professional teachers entirely supplanted the earlier process of informal 
education. As a matter of fact, informal education parallelled formal 
schooling right down through the ages into modem times. In quan- 
tity, if not in quality, informal education predominated in this long 
period. A boy developed into a hunter or fisher, a farmer or merchant, 
an artisan or priest by what he learned on the job. From earliest 
times right down to and beyond the period of the guilds of the Middle 
Ages, a more or less formal sort of apprenticeship education ^sted. 
In fact, it was the only kind of education that the gfea^'mass of man- 
kind ever knew. Until the nineterath and twentieth centuries only a 
very small percentage of the population had either need or inclination 
for the formal literary education of the schools. Even with the coming 

‘ Supra, pp. 81-8^ 90-91. 
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in the past century of compulsory schooling for all, shrewd educators 
did not forget that children spent more hours out of school than in 
and that the informal education of those hours was often more effective 
than the formal education of schooling. 

BELATIVE VALUE OF FOBlfAL AND rNFORMAL EDUCATION 

The question whether formal or informal education is superior has 
long been a favorite topic of debate among educational theorists. The 
Greeks, for instance, raised the question whether one could formally 
teach virtue — ^in their estimation the highest qualification of a citizen. 
In the old Greek education the young had learned virtue as a matter^f 
habituation while informally engaged in the everyda^ duties of citizen. 
The norm of virtue was embodied in great men, past and present. 
Admiration for the ideal qualities of these men prompted emulation 
and imitation. In later Greek education a group of teachers known as 
“Sophists” claimed to teach virtue by reading and talking about it. 
They discussed the norm of virtue as an idea or ideal. 

Naturally, these two views of education clashed. The advantage 
that lay with the older, more informal education was that virtue was 
ingrained or habituated in and through conduct. The advantage 
that lay with the Sophists, the “progressives” of their day, was that 
they were able to reconstruct the ideal or norm of virtue to meet the 
new and changing demands of their time. In a formal school, teachers 
could abstract the idea of virtue from the concrete context of its 
practice. In the abstract form of idea they could be critical of it and 
reshape it in the light of criticism. The limitation of the old informal 
education was that it suffered from the conservatism of routine, from 
the inhospitality of liabit to innovation. The limitation of the new, 
formal education was that it was too intellectual. It lacked tha 
motivation to be found in the informal education of life. \ 

If the Greeks doubted that a satisfactory education could be 
obtained apart from life, Roger Ascham (1515-1568), the great 
English educator of the sixteenth century, seriously doubted that a 
good education could be had apart from school. He took little stock 
in the adage that experience is the best teacher. Rather he contended 
that “Learning teacheth more in one year than experience in twenty; 
and learning teacheth safely when experience maketh more miserable 
than wise.”* T his statement will indicate how far the formal con- 
ception of education had gained in prestige in the twenty centuries 

' Laurie, S. S., Studies in the History of EdutxUional Opinion since the Renais- 
sance^ p. 80, Longmans, Green and Company, New York, 1900, 
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intervening between the sixteenth century and the golden age of 
Greece. 

Yet it is statements such as this which mark the crest of the 
historical movement from life to informal education and from informal 
education to formal schooling. In fact, in the very act of teaching 
“safely" the crest of the wave of formal education overarched itself 
and came tumbling down. Formal education had been safe because 
it was identified with the written culture where were recorded the 
tried and true experience of the social group. But the experience 
was always past experience. Formal and book education was con- 
cerned particularly with the past. The greater the book, the longer 
the past seemed to dominate men’s minds and the more the social 
culture represented by contemporary living was put at a discount. 
Because of this, one might say that the social culture recorded in books 
tended to be more inelastic than that which was grounded in the 
habits of daily living. Habits may change ever so slowly; but they 
are alive, and they do grow. The written culture should be able to 
f criticize and renew itself too, every time a new book is published. 
But, alas, instead of progressing with the slow changes in the daily 
course of living, the recorded culture fell behind. Cultural lag devel- 
oped. Safety predicated on the past was gained at the risk of mal- 
adaptation to the present and future. 

It was such periods of cultural lag that gave rise to the recurrent 
demand for “ realism " in the schools. The demand for realism was the 
demand that the steps which formal education has taken away from 
actual life be retraced. The twentieth century excepted, perhaps 
at no period was this demand for realism greater than in the centuries 
preceding and following the one in which Ascham lived. The Renais- 
sance had been the heyday of bookish education. But it overreached 
itself in nominating the books of just one author, Cicero, the great 
Roman styfist, as the ones that could be most safely imitated for 
thought and form. The time came, however, when teachers were 
recommending Cicero to a generation whose thought and action could 
no longer find adequate expression in his idiom. Aware they were out 
of touch with life, a few tried to be more realistic. The so-called 
; “Humanistic realists” kept to the ideal of education through the 
written culture, but they attempted to make a selection of classical 
authors whose ideas were contemporary with the later day and age. 
Other reformers, sometimes called “sense realists,” tried to introduce 
the new sciences into the schools. These sciences were growing apace 
outride the school walls and represented one of the most vital life 
activities of the time. Still other reformers, often known as “social 
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realists. ” ret race d their steps all the way back to life and, like the great 
Frenchman Montaigne (1533-1592), urged travel and mixing in 
society as a better sort of education than was to be had in the schools. 

Instead of trying to determine the relative superiority of life or 
school as an educator, many recognized that each had its appropriate 
and distinct role to perform, that an education without the contribu- 
tion of both was deficient. As far back as Biblical times the Jews 
made the formal education of words parallel the informal education of I 
deeds. In Deuteronomy, .Tehovah enjoined, “And these words, / 
which I command thee this day, shall be in thine heart: And thou ' 
shalt teach them diligently unto thy children, and shalt talk of them 
when thou sittest in thine house, and when thou walkest by the way, 
and whcsn thou liest down, and when thou risest up.”^ This injunction 
was still being repeated in a time and place as remote as nineteenth- 
century America. There, when he was trying to stir Connecticut 
out of its educational lethargy, Henry Barnard (1811-1900) urged 
fathers to give an educational turn to conversation rvith their sons 
while at table and even while plowing their fields. 

The same idea is evident in the writings of Jolm Locke (1632-1704) 
the educational mouthpiece of seventeenth-century England. In his 
essay Some Thoughts Concerning Education he showed a high regard i 
for the education to be had from books and gave careful attention | 
to the fields to be studied. But he did not, on this account, neglect \ 
the informal education of out-of-school experience. On the contrary, ' 
he recommended that a father should talk to his son about important 
matters as soon as his son’s maturity and experience would permit. 
Hie underlying idea was that only as a boy is treated like a man will he 
become a man. And, vice versa, a father must treat a son no less like 
a man when the boy was the one to propose his boyish concerns for 
mutual discussion. 

In eighteenth-century prerevolutionary France, LaChalotais (1701- 
1785) made an even more striking balance between the contributions 
of formal and informal education, school and life. In his Essay on 
National Education he frankly stated, “All that needs to be known 
is not contained in books. There are a thousand things about which . 
it is possible to learn by conversation, by usage, and by practice; but,” 
he went on to point out, “only minds that are already somewhat 
trained can profit by this sort of instruction. ... In society, the 
spirit of study and of business seem opposed to each other; but a man 
will not understand business well if he has not studied. The important 
thing is to acquire the main principles of the more uncommon kinds of 

* Deuteronomy. 6 : 6-7. 
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knowledge; experience — ^which is the best teacher — ^will accomplish the 
rest.”* 

By the twentieth century the extent and complexity of civilization 
had increased to so great an extent that “uncommon” kinds of 
experience markedly outstripped the range of direct common experi- 
mce. The environment to which the individual had to react became 
Enlarged far beyond the immediate time and place in which he found 
himself. Consequently, the American William C. Bagley (1874-1946) 
was inclined to reverse the relative emphasis of LaChalotais on school 
and experience. He did not think raw experience so good a teacher 
as the school, for the school could provide a unique type of experience — 
vicarious experience. From Ids point of view the unique function of 
the school was that it enabled the pupil to transcend the limitations 
of raw or common experience. Through school studies like history and 
geography, the pupil was able to transcend the limitations of the time 
and place in which he lived and thus vicariously absorb experiences 
otherwise quite uncommon to daily experience.* 

In the writings of America’s most eminent educational philosopher, 
John Dewey (1859- ), neither school nor life was favored over the 

other; neither was one thought of as supplemental to the other. 
Instead, Dewey enunciated the doctrine that education and life were 
one. This was not, however, an exclusive r’^um to the informal" 
education of life experience. The theoiy of the oneness of education 
_^and life sought rather to tear down any barrier between the two with- 
out destroying the identity of either. Thus, instead of confining 
itself to its four walls, the school was urged to avail itself of varied 
community resources for whatever educational value they might have. 
The school’s getting outside its own skin might extend all the way 
from excursions into the community to making the school an adjunct 
of the farm and the factory. And to the extent that the school stayed 
within its four walls it was demanded that the curriculum pursued 
there be a form of living that is immediately significant. 

EARLY BACKGROUNDS OF FAMILY EDUCATION 

Of all informal educational agencies in the history of education the 
family has probably been first not only in point of time but also in 
point of importance. The quality of education in the family has 
depended on several factors. One is the status of the child himself. ^ 

’ LaFontainbbie, P., French LiberaiUm and Education in the Eighteenth 
Century, p. 73, McGraw-Hill Book Company, Inc., New York, 1032. 

•Baolbt, W. C., “Education as a Unique Type of Experience,” Beligioue 
Education, 18: 35-37, February, 1023. 
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Another exceedin elY important fH/itn r ha.a fm ep the aocial status of 
the child’s mother. Yet snother has been the number of years over 
which the family surveillance of education extends. A final but not 
least important factor has been the extent to which the family has 
found it convenient or necessary to delegate its educational functions 
to someone else. 

In primitive societies the education of children in the family was 
of a relatively low order. In part, this was due to the fact that primi- 
tive children often did not enjoy the dignity of being regarded as 
persons. On the contrary, all too frequently they were treated as 
chattels to be disposed of or even killed at the will of the father. 
As the mother, too, was not infrequently regarded as a chattel, her 
stature as a teacher was not very impressive. Moreover, tribal sex 
antagonisms lessened her influence. Hence family education extended 
little further than to habituation in the mores of the tribe. Real 
education did not begin till puberty, when the boys, at least, were 
taken from the home and, as already seen, made into men through the 
educational experiences of initiation. 

Though the ancient Greeks were responsible for some of the most 
prodigious advances made in the Iiistory of Western education, they 
were not notable for any great improvement of education within the 
family. To be sure, the status of cliildren was improving in their time. 
Yet in spite of this fact the Greeks had not entirely outgrown the 
practice of infanticide. No doubt, they practiced infanticide with 
eugenic and therefore educational ends in view, but this circumstance 
does not completely excuse their obliviousness to the sanctity that 
Christians later attached to all human life, no matter with what 
handicaps it was bom. 

What advance the Greeks did make in their regard for individual 
personality — and it was undeniably very considerable — ^was chiefly in 
their conception of adult personality and adult male personality at 
that. Man might be the measure of things, as the Sophists opined,^ 
but there was little thought that this dictum included women as well. 
So advanced a thinker as Plato (427-347 b.c.) might claim an equal 
status for women amoBg-meiipBut he had no support in public opinion 
and he was contradicted as to fact by his own pupil Aristotle (384- 
322 B.C.). Consequently, as might be imagined, the domestic status 
of the Greek woman was not very high either as wife or as mother. 
As a result, the formal education of women was neglected, and indi- 
rectly in consequence that of their children in the home. This low 

‘ For a further account of the Greek concept of individuality, see rupra, pp. 
25 - 28 . 
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standard of home education was even further impaired by the practice 
of the more well-to-do classes delegating the mother’s function to a 
nurse. 

The educational efforts of the Greek family, like those of the primi- 
tive family, were chiefly directed toward the inculcation of manners 
and morals. Indeed, it is said that the Greeks were more concerned 
about their children’s manners than they were about their letters. 
Thus Plato relates that "Mother and nurse and father and tutor 
were quarreling about the improvement of the child as soon as ever 
he is able to understand them; he cannot say or do anything without 
their setting forth to him that this is just and that is unjust; this is 
honorable, that is dishonorable; this is holy, that is unholy; do this and 
abstain from that.’’^ 

Family spirit was very high vdthin the precincts of the early 
Roman home, lliere in an atmosphere of great reverence father and 
mother joined in the sacred trust of rearing their children in rigorous 
simplicity and the hardy virtues of industry and self-control. The 
mother contributed the edv/xtlio and the father the doctrina. No 
finer example of this relatively high position of the Roman mother in 
the education of her children can be found than in the well-known 
story of Cornelia and her two sons, the famous Gracchi. Roman 
family discipline remained at a high level during the Republic and 
probably did not deteriorate much till Imperial times. Even then the 
poet Horace bore witness to the great debt that he owed his father for 
the close attention he paid to his education at home and after he had 
left home for school. 

Family education among the Jews, who definitely influenced the 
later Christians, was also of a high order owing to the fact that the 
father’s great power and responsibility in the education of his child 
was shared to a large degree with the child’s mother. The father 
had to teach his son a trade as well as give him moral instruction. 
But the mother was important, too, as witness the injunction of the 
Book of Proverbs, “My son, hear the instruction of thy father, and 
forsake not the teaching of thy mother.’’® The Jews, moreover, 
considered a well-bred chUd a credit to his parents and one badly 
reared as a source of shame. The whole family was thus implicated 
in the behavior and training of each of its members. 

Christianity reinforced and extended the Jewish domestic tradition 
in education. By holding that all people regardless of color, sex, or ) 
condition of servitude were the children of God and therefore equal in 

* JowBTT, B., Worha 0 / Plato, vol. 4, p. 167, Tudor Publishing Co., New York. 

* Proverbs, 1: 8. 
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his sight, Christianity maintained the highest possible ideal of woman- 
hood. In the long if not the short run, this had profound significance 
for the training of children in the family circle. For long the Christian 
ideal had to struggle with the same popular prejudice against the 
equality of women that Plato had met. In the end the Christian 
ideal won, though none too soon. The latter days of the Roman 
Empire saw family life at its lowest ebb. Parents who by reason of 
social position and education should have taken their responsibilities 
more seriously neglected the training of their children by turning it 
over to hirelings. Further, they debauched themselves by infidelity 
in marriage and the practice of infanticide. Except for the influence of 
Christianity, which consistently set its face against such conduct and 
steadfastly held out the hope of a spiritual rebirth, there is no telling to 
what depths family training might have sunk. 

The Christian conception of the equality of human beings in the 
spiritual domain was not always matched by a similar equality in the 
temporal domain. As a result, it will be well to remember that during 
the Middle Ages and the Renaissance the exalted position of women 
among the nobility was not always enjoyed by their sisters among the 
commonalty. Necessarily, therefore, there was also considerable 
difference in the quality of home training afforded in the two classes. 
Yet, even though the upper-class mother might employ a nurse, it is 
interesting to note that she exercised close supervision over the 
formation of her child’s speech, manners, and morals. In the matter 
of moral and religious education, indeed, the catechism enjoined 
solicitous care upon parents both high and low, rich and poor. 

None attached greater importance to education in the family than 
did Martin Luther (1483-1546), the great Protestant who led the 
Renaissance in its aspect of moral reform north of the Alps. To 
Luther the parental education of children was a divine mandate. 
“Think,” he cautioned in his catechism, “what deadly injury you are 
doing if you be negligent and fail to bring up your child to usefulness 
and piety, and how you bring upon yourself all sin and wrath, meriting 
hell even in your dealings with your own children, even though you be 
otherwise ever so pious and holy.”‘ Yet in spite of this heavy respon- 
sibility Luther was all too aware of the fact that the great majority of 
parents, even if not remiss in their educational duties, were quite 
unqualified to discharge them. Therefore he laid it down that “No 
one should become a father unless he is able to instruct his children 
in the Ten Commandments and in the Gospel, so that he may bring up 

‘ Quoted in F. V. N. Painter, Luther on Education, pp. 11&-119, Lutheran 
Publication Society, Philadelphia, 1889. 
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true Christiajis.'’* But, he lamented, many enter the state of holy 
matrimony who cannot even say the Lord’s Prayer. 

In the upper classes of the seventeenth and eighteenth centuries 
there was a renewed tendency not only to delegate the training of 
young children to nurses but to abandon it to them. As the age was 

( one of increasing wealth, well-to-do mothers slipped into the evil 
habit of looking on time spent on the education of their children as an 
I intrusion upon their pleasures. When the highborn child outgrew 
his nurse, it was usual to continue his education at home by engaging a 
tutor. This is what the EngUeh philosopher John Locke recommended 
in his widely read essay Some Thoughts Concerning Education. Even 
the outspoken enemy of eighteenth-century artificiality, that advocate 
of romanticism, Jean Jacques Bousseau (1712-1778), in his Emile 
prescribed a tutor for his ideal child of nature. 

In spite of hie recommendation of a tutor, Rousseau is still justly 
famous fur the ringing summons he gave to mothers to take a rea- 
wakened joy and interest in their children. Prior to Rousseau, even 
those parents who were not neglectful of their children had become so 
imbued with the dispassionate rationalistic spirit of the times that 
they were on guard against indulging their feelings toward their 
children. The beginnings of such a reserved attitude are to be seen 
in the warning of Michel de Montaigne, the sixteenth-century French 
educational essayist. "Mothers are too tender," he said, referring 
to the child reared in his mother’s lap, "and their natural affection is 
; apt to make the most discreet of them all so overfond, that they can 
< neither find in their hearts to give them correction for the faults they 
; commit, nor suffer them to be inured to hardships and hazards as they 
' ought to be.’’’ To mothers who had restrained their feelings the 
romantic Rousseau appealed for a fresh release of sympathy and 
affection. Maternal emotions, far from harmful, he cried, were 
the law of nature. His appeal met with a hearty response. Mothers 
in their eagerness to be natural commenced at the very beginning of 
childhood education by returning to the nursing of their children 
instead of emplo 3 dng wet nurses, as had become conventional. 

If Rousseau succeeded in precipitating the flow of a new spirit in 
the home training of children, it was the Swiss educator Johann 
Heinrich Pestalozzi (1746-1827) who succeeded in reducing Rousseau’s 
inspiration to a practical pedagogy. This pedagogy he expressed in 
two books, each of which had a domestic setting, Leonard and Gertrude 

'Ibid. 

* Montaigne, M. de, Of the Education of ChUdren, pp. 32-33, G. F. Putnam’s 
Sons, New York, 1891. 
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and How Oerirude Teaches Her Children. To Pestaloza the home was 
the principal center for the education of children. As he conceived it, 
the school, the state, and the church were merely to supplement the 
education of the home. Indeed, the good school, he thought, should 
pattern itself on the good home. The principal features of the home 
offering educational advantages were its practical activities and its 
atmosphere of love and security. The practical activities offered 
opportunities for exercise of the senses in object instruction. ‘ Appar- 
ently this had also been the earlier inspiration of the “school of the 
mother’s knee” that Johann Amos Comenius (1592-1670), the great 
Moravian educator, had proposed more than a century earlier. Affec- 
tion and security offered the advantage that, as Pestalozzi himself said, 
“where love and the ability to love are found in the home circle there 
one can confidently predict that the education it affords almost never 
fails.”* 

Close to Comenius and Pestalozzi, perhaps even excelling them in 
his appreciation of the significance of the mother as the earliest 
teacher of childhood, was Friederich Froebel (1782-1852), the romantic 
German idealist. To enrich the educational experience of the very 
early mother-child relationship, Froebel provided a significant litera- 
ture, his Mutter- und Kose-Lieder, suggesting ways^in which the two 
might sing and play together. Perceiving that the whole educational' 
edifice rests on the foundation of home training, a few years before 
his death Froebel called upon the state to establish institutions not 
only for the education of children but also for the education of parents 
and of those who were to become parents. 

FAMILY EDUCATION IN AMERICA 

Most of the foregoing theories and practices had more or less of an 
affect on family education in America from the seventeenth century 
onward. At first, colonial America was under the influence of the 
Protestant Reformation. Following the admonitions of Luther not 
a few colonial legislatures enacted statutes requiring parents to give 
their children religious and vocational training and making it incum- 
bent upon local officials, usually town selectmen, to enforce the law. 
Such was the famous law of 1642 in Massachusetts. Although three 
centuries later Massachusetts passed the first modem compulsoiy- 
attendance law, it did not shift the responsibility for its enforcement 
from the parent. ' Indeed, even the twentieth century made no 

‘ For a further occtnmt of this method of instruction, see aupra, pp. 212-217. 

‘ Andebson, L. F., Peatalozn, p. 117, McGraw-Hill Book Company, Inc., New 
York, 1931. 
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alteration in the fundamental American policy that the primaiy 
obligation to educate the child rests 'with the family. ‘ 

Although in a frontier society like that of early America the 
economic value of women gave them superior social significance, 
nevertheless their role was still definitely subordinate to that of men. 
In the marriage ceremony the woman undertook to “obey” her 
husband. While in the eyes of the common law man and -wife were 
one, to all intents and purposes the man was that one. His household 
was often ruled like a monarchy and not a dual monarchy at that — 
much less like a republic or a democracy. The eighteenth-century 
genteel ideal of frail womanhood reinforced rather than altered this 
situation. Offspring of this union, according to the religious notions 
of the time, came into the world 'with the great burden of original 
sin upon their souls. Consequently, in order to bring the satanic 
impulses under subjection, family discipline was very severe. The 
proper perspective on the place of the child in the family was that he 
should be seen and not heard. 

If there was any division of the parental responsibility for the 
education of children, it was usually assigned to the mother to sway the 
heart of the child but to the father to inform its intellect. In either 
event, family education was something that extended well beyond a 
child’s tender years. Thus Henry Barnard (1811-1900), leader of Con- 
necticut’s common school revival in the second quarter of the nine- 
teenth century, pointed out that “The tone of conversation at table 
and at the fireside is of greater importance than many imagine: so are 
the books and newspapers read and thrown before the young. The 
father, at his workbench or behind his counter, while hoeing his corn 
or pursuing any other of our social forms of useful labor, may be com- 
municating to his sons and other companions, lessons on an endless 
variety of useful topics; while the mother may ordinarily find still 
more frequent and opportune occasions to pursue a similar course with 
her daughters.”* 

In the nineteenth and twentieth centuries the underlying sociologi- 
cal factors which conditioned family education began to undergo vast 
changes. The most potent factor producing these changes was the 
shift from small scale domestic manu-facture to large scale industrial 
machino-facture. As this shift gained momentum, the home rapidly 
disappeared as a center of economic life. Such mechanical improve- 
ments as gas, electricity, and running water in the home, the telephone 

' For a further account of compulsory attendance, see iitfra, pp. 557-560. 

* Bbcbacbeb, J. S., Henry Barnard on Education, p. 61, McGraw-Hill Book 
Company, Inc., New York, 1931. 
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and the delivery truck, the bakery and the laundry, robbed the home 
of the chores that long constituted an important part of its educational 
discipline for children. This created the new and difficult -problem of 
how to utilize the child’s excess leisure time to advantage. Urban 
homes, especially where housed in city apartments, became little more 
than places to eat and sleep. Yet, in spite of its diminished functions, 
children had to stay under the parental roof longer, for the increase in 
the complexity of technology which followed later in the wake of the 
Industrial Revolution prolonged the period of social infancy, that is, 
the period when the child still had to be supported by his parents while 
he learned to deal with the increased intricacy of life. 

With less to do in the home and with less and less time spent in the 
home not only by the father but by tlie mother as weU, parents became 
less strict than formerly. As children learned less obedience, courtesy, 
and respect in the home, the school had to take upon itself the inculca- 
tion of these homely virtues. Of course, there were compensating 
advantages. Children learned more of initiative and responsibility 
perhaps than formerly, but whether this entirely made up for the loss 
of docility and obedience was a moot question in the minds of many of 
their elders. 

The long-term effect of the Industrial Revolution resulted in an 
emancipation of parents no less than of children from the former 
drudgeries of the home. This was particularly significant for the status 
of mothers. Women began to have a little leisure to cultivate their 
own minds and to reconstruct the traditional fireside stereotype of 
themselves. The eighteenth-century stereotype of frailty they 
exchanged for a nineteenth-century one of robust and informed 
Womanhood. This gave rise to a feminist movement that in the twen- 
tieth century led to the political enfranchisement of women. From 
the nineteenth century onward a whole host of books and magazines 
addressed to parents, but especially to mothers, began to appear. 
These had the avowed purpose of informing women on the proper 
intellectual, moral, and physical training of their children. 

In an age that was almost straining to make social progress perhaps 
none gave more lofty statement to the educational importance of the 
mother than did Catherine Beecher (1800-1878), preeminent nine- 
teenth-centuiy representative of her sex. “ The success of democratic 
institutions as is conceded by all,” she declared, "depends upon the 
intelligent and virtuous character of the mass of the people. If they 
are intellectual and virtuous, democracy is a blessing; but if they are 
ignorant and wicked, it is only a curse. ... It is equally conceded, 
that the formation of the moral and intellectual character of the 
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young is committed mainly to female hands. The mother forms the 
character of the future man . . . the wife sways the heart whose 
energies may turn for good or for evil the destinies of the nation. 
Let the women of a country l^e made virtuous and intelligent, and the 
men will certainly be the same. The proper education of a man 
decides the welfare of an individual, but educate a woman, and the 
interests of a whole family are secured. If this be so, as none will deny, 
then to American women more than to any others on earth is com- 
mitted the exalted privilege of extending over the world those blessed 
influences which are to renovate degraded man.”*^ 

In spite of this lofty sentiment most mothers in the nineteenth and 
twentieth centuries, as in Luther’s century, were nowhere equal to so 
noble a task. As Barnard himself said, “The family circle and the 
mother are unquestionably the school and the teacher of God’s 
appointment, the first and beat for young children. Were every home 
surrounded by circumstances favorable to domestic training and had 
every mother the requisite leisure, taste, and ability to superintend 
the proper training of the feelings, manners, language, and open 
jfaculties of the young, their early school attendance would not be an 
object of great importance. But whatever may be the fact in a few 
homes, and with a few mothers, there can be no doubt that in reference 
to many homes, so unfavorable” is the situation that most children 
can hardly leave for school too soon.* 

What Barnard stated to the people of the nineteenth century was 
nothing novel. Utopians as far back as Plato had found the family 
wanting as an educational institution. In addition to the point made 
by Barnard, they complained that parents tended to be extreme with 
their children, either to spoil them with foolish indulgence or to treat 
them with harsh severity. Some complained that parents thwarted 
the good influence of their children’s teachers. Robert Owen (1771- 
1858), the English reformer, claimed that children in the homes of the 
poverty-stricken working classes got under the feet of their parents and 
were addressed in terms anything but conducive to a wholesome edu- 
cation. And the French reformer Fourier (1772-1837) feared that 
family education might inculcate antisocial tendencies in children by 
encouraging them to acquire wealth by any means.' 

Throu^out history some reformers have claimed that the only 

' Beecbeb, C. E., Domestic Economy, pp. 36-37, Thomas H. Webb, Boston, 1842. 

' Bbdbacbxh, J. S., op. cit., pp. 252-253. For a further discuasion of the rela- 
tive merits of the home and school as educational agencies, see infra, pp. 640-641. 

' Mabbo, G., Education in Utopias, pp. 8-9, Teachers College, Columbia Uni- 
versity, New York, 1027. 
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remedy for the educational inadequacy of the family was to turn the 
child over to the state. The nineteenth and twentieth centuries, 
however, moved in a somewhat different direction. On the one hand, 
without supplanting the family by the state these centuries did evolve 
new schoob for the very young, principally the ‘kindergarten and the 
nursery school,^ which supplemented the family at a number of points. 
On the other hand, strong movements were set afoot actually to realize 
at long last the oft-repeated cry of reformers for an improved parent- 
hood. The first step in this direction was the inception of the child- 
study movement, which was the late nineteenth-century expression of 
the new interest in the importance of childhood that Rousseau had 
initiated. The organization of groups like the Child Study Associa- 
tion, the American Child Health Association, and the American Child 
Hygiene Association culminated in 1912 in the formation of the 
Federal Children’s Bureau. Shortly after the First World War the 
American Home Economics Assot'.iation brought child care within 
the scope of its interests. And in 1926 the first conference on modem 
parenthood was called, which resulted in the same year in the founding 
of the National Council of Parental Education. All these agencies 
were a great aid in publbhing to interested parents the most recent 
information on child care. 


ADULT EDUCATION 

If the family has been the first and perhaps most important of 
informal types of education, adult education is certainly the last and ! 
yet far from least of them. What adult education covers depends to a ! 
large extent on what degree of informal life activities one wants to. 
include. To include only formal adult-education activities wouldj 
leave out of account many of its most vital phases. Yet, on the other; 
hand, to include all life experiences, because all life is educative, ; 
sets a task that space for discussion, if nothing ebe, forbids. Where to 
draw a line between these two policies, therefore, must be not only 
difficult but probably in the end arbitrary. 

In ancient times the most significant education seems to have been 
carried on informally at the adult level. Socrates (469-399 b.c.), for 
instance, rated as one of the greatest teachers of all time, never really 
conducted a formal school. His famous dialogues, reported by Plato, 
were casual conversations held with such adults as he could persuade 
into dbcourse with him. He was a teacher, if at all, by virtue of being 
a gadfly to the adult conscience of Athems. Plato in hb Republic 
proposed to institutionalize the educational pursuit of truth that 

> For a more complete account of these schools, see infra, pp. 402-410. 
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Socrates had carried on so informally. As Plato conceived his repub- 
lic,* the systematic education of the guardian, or philosophical, class 
was to continue well into adult years. Jesus, on the other hand, was 
more like Socrates, an informal teacher of adults. He, too, instructed 
his disciples or the multitute that followed Him on such occasions as 
presented themselves. After His crucifixion, the training preparatory 
to entering Christian fellowship, while perhaps a little more formal, 
was still largely at the adult level. 

The great theological controversies of the Middle Ages might also be 
cited as another instance of early adult education. Many of these 
controversies were fought out in medieval universities to which youth 
and adult flocked like knights to a tournament. The theological 
controversies of the Protestant Reformation also had effects in a new 
form of adult education, the Sunday sermon from the pulpit. This 
weekly lecture to the laity kept them informed not only on doctrinal 
matters but not infrequently on politics as well. In the sixteenth 
and seventeenth centuries, indeed, the sermon was a much more signifi- 
cant form of adult education than the modem newspaper with its 
editorials. 

In the eighteenth century the world caught a new glimpse of adult 
education pursued as a conscious end. Leaders of the French Revolu- 
tion, with their almost unbounded confidence in the possibilities of 
education, conceived of education as the vocation not only of children 
but of adults as well. "Study,” wrote the Frenchman LaChalotais, 
"should be the occupation of our youth and the relaxation of the rest 
of our lives to fill usefully the intervals of leisure. His contemporary 
Condorcet (1743-1794) also held the xdew that “education should not 
cease when the individual leaves school. It should be of concern to 
all ages; for,” he went on to voice the optimistic opinion, “there 
is no age at which it is not possible and profitable to learn.”’ Con- 
dorcet even made the practical proposal that on Sundays the local 
schoolteacher should give a lecture to the adults of his community 
on a topic they had had no time to pursue while in school. 

In eighteenth- and nineteenth-century America the tavern and 
the village store came to rival the church as forums of adult education. 
There arguments over abolition, temperance, and the like, trained 
their adult participants not only in knowledge of their subject but 
also in rhetorical and logical skills as well. Often these discussions 

‘ For a more extended account of this utopian conception of education, see 
rupra, pp. 09-100. 

* LaFontaikebie, op. eU., p. 73. 

•Ibid., p. 325. 
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were continued in a variety of adult groups that formed at this time 
for the mutual improvement of their members, such as the Junto, of 
which Benjamin Franklin was a member and founder, or,' later in the 
eighteenth century, the American Philosophical Association. In the 
nineteenth century, women began to form clubs of their own. This 
movement proved a formidable phase of adult education the signifi- 
cance of which could all too easily be lost in the laughter that was 
sometimes directed at the alleged superficiality of its programs. 

Library resources through which individual adults might continue 
their own education were quite meager in this country as late as the 
Civil War. At the conclusion of that grim event there was as yet no 
American library with as many as ^)0,000 volumes although there were 
a score of such in Europe. At this time, in fact, only six American 
libraries had half that number of volumes. Of the libraries that had 
collections of 1,000 books, most included items that had only the most 
limited appeal. If libraries of the day were few and poorly stocked, 
museums of science and art were nonexistent. Collections of art 
treasures at this date were still largely the possession of private indi- ' 
viduals. The next seventy-five years, however, witnessed a stupen- ' 
dous multiplication of all these factiUtics fur the general adult public. ‘ 

While libraries were growing into great repositories of the social 
experience of the past to which the adult could go for sejf-hnprovemeBt, 
newspapers were rapi^y Jaking their place in educating the adult 
about current alTairs. Impinging on the adult at first largely through 
editorial policies and later through the medium of news, the press 
latterly has come to inform and instruct through advertising as well. 
Efiective as the press has been, it has had the keenest competition 
possible in the twentieth century from the motion picture and_the 
radio in shaping public opinion and forming the taste of the adult 
population. ■ ' ■ 

In the nineteenth century, adult education, which up to that time 
had been largely informal, began to take on a more and more formal 
aspect. Early to acliieve popularity wrere evening schools. Starting 
in the century preceding as opportunities for youth whose education 
for one reason or another had been all too meager, these schools 
naturally came to make a great appeal to ambitious young adults who 
wished to improve their spare time. Evening schools at first were at 
the elementary level of instruction but later were at the secondary 
level as well, where they included cultural in addition to vocational 
subjects. As in so many other educational enterprises, Massachusetts 

' Sec also S. Ditzion, "Social Reform, Education, and the Library," Ltbrary 
Quarterly, 9: 166-184, April, 1939. 
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was first to pioneer with publicly supported evening schools, but 
Ohio was first with a free evening high school established at Cin- 
cinnati just before the Civil War. When, in the opening decades of 
the twentieth century, America woke up to the vast hordes of foreign 
immigrants in her midst, the evening school was called to do yeoman 
service in their Americanization, in respect both to literacy and to 
citizenship. 

Ambitious young workers in the first half of the nineteenth century 
also made the mechanics’ institute a very popular form of adult educa- 
tion. I ^ese institutes arose in many large factory centers where the 
apprenticeship system was breaking down under the impact of the 
Industrial Revolution.^ They provided Ubraries and gave instruction 
through public lectures and evening classes both in technical subjects 
and in the common branches. Lowell Institute and Cooper Union, 
pace setters of the movement in the second quarter of the nineteenth 
century, were followed by other forms of adult workers’ education 
in the twentieth century, such as the Rand School of Social Science, 

I Bryn Mawr's summer school for women workers, and, among unions, 
the International Ladies Garment Workers' Tlnion, with its educa- 
tional program covering music, drama, and athletics as well as eco- 
Inomic and labor problems. 

Beckoning adults more to cultural than vocational pursuits was the 
lyceum movement, which had its inception early in the second quarter 
of the nineteenth century. This movement was the outgrowth of the 
experience of an obscure student of geology at Yale. While traveling 
to increase his store of geological information, he frequently addressed 
village audiences on geological topics. Finding his talks well received, 
he conceived the idea of organizing a whole system of popular lectures. 
These lectures, according to his announcement, were to advance the 
education of adults, to improve the quality of the public schools, to 
call into use neglected libraries, and to encourage the building of new 
libraries and museums. The first series of lectures opened in MiUbury, 
Massachusetts. Under the name of “lyceum,” the institution soon 
excited such general interest that it grew into national proportions. 
Lyceums sprang up everywhere to satisfy the great popular demand 
for this sort of informal educational improvement. When audiences 
tired of local lecturers, lyceum managers brought in outside talent. 
Great names like those of Ralph Waldo Emerson, Henry D. Thoreau, 
Oliver Wendell Holmes, and Henry Ward Beecher came to grace 

^ The vicisBitudes of economic occupation aa a type of informal education have 
been briefly sketched as part of the chapter on the curriculum rather than the cur- 
rent chapter. See Supra, pp. 278-284. 
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lyceum programB. Although the movement died down eomewhat 
before the end of the nineteenth century, popular lecturing from 
public platforms continued to hold adult interest well into the twen- 
tieth century. 

Very similar to the lyceum as a fountain of popular adult education 
was the Chautauqua movement. The Chautauqua grew out of the 
\ old-time camp meeting, which in turn grew out of the necessity for 
having ministers of the gospel go on circuit. Settlements too sparse 
and scattered to warrant several stops by the circuit rider used to join 
at some convenient point and camp there temporarily while they 
formed a single large congregation to whom he might preach. One 
very popular such place was Lake Chautauqua in New York. There 
a decade after the Civil War the Methodists arranged to hold a summer 
institute^ for the training of Sunday school teachers. The institute 
proved a great success. Indeed, so successful was it that Lake 
Chautauqua soon became a center for summer vacationists to pursue 
a great variety of cultural interests covering literature, science, and 
the fine arts as well as religion. Imitation Chautauquas soon came 
into existence elsewhere some of which themselves went on circuit 
and thus became traveling Chautauquas. 

One of the sturdiest descendants of the Chautauqua movement was 
the summer session, or summer school, which came to be a regular 
part of university calendars in the twentieth century. These summer 
schools, revealing the Chautauqua influence, were originally designed 
to appeal to the general adult public as a form of popular university, 
without too much attention to academic requirements and academic 
degrees. In the course of time, however, they became more and more 
geared to the college and university mill with its cogs of credits and 
prerequisites. Schoolteachers became the main body of the adult 
population patronizing summer schools, as they were eager to advance 
themselves toward graduate degrees.* 

Enthusiasm for the Chautauqua idea was so intense that many 
adults thought the summer all too brief a time in which to make the 
most of it. To carry its spirit back to their homes and keep it alive 
there during the other seasons of the year two further types of popular 
education came into being. One was the reading^cjrpjg,^ ^Through 
this device interested adults could keep up and'advance their summer 
interests during the winter by reading more or less systematically from 
a carefully prepared list of books in the field. 

‘ For a further account of teacher institutes, see irtfra, p. 508. 

* For an account of summer schools as part of the teacher-training program, see 
tTffra, pp. 524-625. 
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Aiiothei..waiS.t]ie correspondence school. The idea of taking up or 
^continuing one’s education by correspondence first appeared in Europe, 
but it took its most substantial root here in the United States, espe- 
cially as an outgrowth of the Chautauqua movement. The lectures 
at Lake Chautauqua by William Rainey Harper (1856-1906) proved 
so popular that his listeners asked him to outline a continuation of their 
summer work for winter study. This he gladly did but, being a very 
busy man, could give it only a small amount of supervision. Several 
years later correspondence instruction was improved by making it 
more systematic and by charging fees that defrayed the expenses of 
an instructor specifically assigned to this task. When Harper became 
president of the University of Chicago just before the opening of the 
twentieth century, he was the first to make correspondence instruction 
a regular part of university extension work. 

University extension as a form of adult education dates from the 
middle of the nineteenth century in England. There a tutor of Exeter 
College became sensitive to the fact there were number’s of adults who 
did not attend university lectures in their free hours principally because 
of the remoteness of the university. He conceived the happy idea, 
therefore, that if the adult student could not reach the university the 
university ought to go to the student. The professor, like the clergy- 
man, ought to go on circuit. Nothing much came of the idea till about 
the middle of the Victorian era when a Cambridge professor started 
giving very successful extramural lectures of a popular nature on 
astronomy. Later he accompanied his lectures with a syllabus and 
concluded them with an examination. This was the germ that in a 
very few years grew into an officially recognized program of university 
extension at Cambridge. 

In the United States university extension was first proposed at 
Johns Hopkins in the next to the last decade of the nineteenth century. 
At the opening of the last decade of the century a committee of colleges 
and universities in New York urged the University of the State of New 
York to take steps toward organizing university extension work. New 
York, however, was only one of more than twenty-five states and 
territories that soon took such action. Unfortunately, the seed of 
university extension fell on thin soil for, though it flourished at first, 
it soon languished. The reason was that too much university- 
extension instruction was second rate and at second hand. Second- 
rate instructors who did not know how to adapt their academic 
subject matter to the popular mind and its problems were assigned 
to the work of university extension. As soon as this mistake was 
corrected in the twentieth century, university extension revived and 



FORMAL AND INFORMAL EDUCATION 


379 


went on to become a most significant contribution of the university to 
advancing the education of adults. 

The term “adult education” was first popularized after the First 
Wwld War, when an effort was made to envision the manifold educa- 
tional activities of adults as a whole. Leaders from various fields of 
adult education came together to promote their common interests by 
forming the Adult Education Association, with the Journal of Adult 
Education as its official mouthpiece. A rough estimate put 15,000,000 
adults as the number engaged at the time in one sort or another of 
formal or informal adult education. The enterprise was so tremendous 
and so pregnant with future possibilities that the Carnegie Corporation 
decided to invest some $3,000,000 in its study and promotion. 

Part of this money was used to subsidize an important bit of 
psychological research into the learning capacities of adults. For long 
it had been a popular prejudice that teaching adults was about on a 
par with attempting to teach an old dog new tricks. The researches 
of Eidward Lee Thorndike (1874^ ) definitely dispelled that notion. 

On the contrary, they supported the general conclusion that the curve 
of ability to learn constantly rises till it reaches a plateau about 
twenty years of age, from which after a period of some years it slowly 
declines at the rate of perhaps 1 per cent a year.’ But the decline 
is so gradual that no adult of fifty should be discouraged from 
trying to learn anything he needed to know. Naturally these findings 
gave scientific confirmation to the great hopes that had long been put 
in the education of adults. 

With huge numbers of adults unemployed during the great depres- 
sion following 1929 the Federal government tried to alleviate their 
sufferings to some extent by promoting adult-education activities. 
In part, adult education was a phase of such New Deal legislation as 
the Agricultural Adjustment Administration and the Tennessee Valley 
Authority. The success of these governmental policies depended 
to a degree on instructing the people about them. In part, too, adult 
education was a phase of the Works Progress Administration, where it 
was a means of relief for unemployed teachers. Somewhat different 
but still within the scope of adult education were such other govern- 
ment-instigated activities as the Federal Arts Theater and the Federal 
Writers’ Project. Of course, the principal danger from the support of 
adult education by the Federal government was that adult education 
might become a subtle form of propaganda. 

The Federal interest in adult education, of course, was only one 

‘ Thobndiee, E. L., Adidt Learning, The Macmillan Company, New York, 

ig2a 
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agency for the adult-education movement and in some particulars only 
a temporary one at that. Progressive state departments of education 
took the movement more firmly in hand, making it one of the most 
promising fields of their leadership. In any event, by the middle of 
the twentieth century, education, whether formal or informal, was 
well on its way to becoming, as LaChalotais had said it should, “the 
occupation of our youth and the relaxation of the rest of our lives.” 



CHAPTER XIII 

ELEMENTARY EDUCATION 

The education of the very young has been a persistent problem in 
every society. However, when education has been left to informal 
forces, the form of the problem has been different from when it has been 
the concern of such a formal agency as the school. Under the reign of 
informal forces, every child from the earliest age unavoidably gets 
some kind of education just through the process of living. As soon, 
however, as formal schools make their appearance in educational 
history, perennially perplexing problems arise such as these; At how 
tender an age shall children commence attending school? Shall all 
children attend, or only some children? If they do attend, for how 
long a period shall children remain in school? What is the purpose of 
their going to school at this early age? And what shall they learn, of 
what shall the curriculum consist? 

ELEMENTART EDUCATION IN ANCIENT TIMES 

Much can be learned about the character of early elementary 
education from the names borne by schools for the very young. It is 
probably no accident, for instance, that the first, or lowest, school 
attended by the Roman boy was the ludus, a name taken from the 
Latin word meaning “play.” This may mean either or perhaps both 
of two things, either that the Romans did not make strict educational 
demands on the very young or that, like the Greeks, they viewed 
education as a form of leisure. Witness the genesis of our word 
“school” in the Greek word vxoX^, which, in its simplest underived 
meaning, connoted “leisure.” While the Roman boy entered a 
Indus, the Greek boy entered a palaestra, which, as might be inferred 
from contemporary usage of the term, had a curriculum emphasising 
physical education. Coordinate with the palaestra was the didas- 
caleutn, the didactics of which concerned literacy and music. 

The age classifications into which the Greeks divided the periods of 
education remained influential for many centuries. First there was a 
preschool period up to about seven years of age. Next there was the 
initial period of formal schooling, which lasted to some point in 
adolescmce. B^ond this there were, finally, various types of post- 

SSI 
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adolescent education, which, in the course of time, became divided into 
secondary and higher education. Aristotle (384-322 b.c.) wanted 
to follow the poets and assign a seven-year span to each of these three 
periods, but Plato (427-347 b.c.) wished to reconstruct practice by a 
scheme calling for many more than three periods and lasting till a 
man reached middle age. More significant for present purposes is the 
fact that Plato was the first to suggest that the periods from two to 
three and three to six years of age are not too early to commence 
deliberate consideration of the kind of adult a child is to become. 



Grbax School 

At left a lesson on the double flute is taking place. Above on the wall hang a roll 
and a closed wax tablet. In the center the teacher aits with open wax tablet and stilus 
poised as if correcting what the pupil has written. At right in a paidagogon with head 
turned to observe the lesson. (Reproduced with permission of The Macnullan Com- 
pany, New York) 


Among the Greeks it was common practice to leave the training of 
the child up to the age of seven to the direction of the mother. Toys 
and games together with fables were the chief materials of instruction. 
In the formal school that followed, the main object was to achieve 
literacy. After the rudiments of reading and writing had been 
mastered, the child started immediately on the best Greek literature, 
in which Homer, of course, held first place. Out of reading and writing 
grew some elementary instruction in grammar. Elementary notions 
of number were often taught along with letters. Thus, after a child 
had learned to identify the letters in a name like “Socrates,” he was 
called upon to point out the fifth letter or tell how many letters there 
were altogether. Music and physical training completed the curricu- 
lum of this first level of formal schooling. 

Roman education had three stages, like the Greek. Although it 
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'was also common Roman opinion, like the Greek, that formal instruc- 
tion should not begin before seven, Quintilian (35-100), Rome’s chief 
schoolmaster, thought it well at least to commence moral instruction 
before that time. If one could reconcile himself to not expecting 
too much in too short a while, Quintilian wojild even take the first 
steps toward literacy during this period. The sooner the child 
started, the more knowledge he could hope to amass by the end of his 
period of formal schooling. The object of the Ivdus, the beginning 
of formal Roman schooling, was, like the Greek didascaleum, the 



Gbsek School 


At left n loMHGii OR pcvon Htriript'd lyre. In the center, where the tciicher holds 
a half opened roll, a readinK Icmhor is apparently in iiroRress. At right in anothei* 
paidagoROH. (Ucproduccd witli i>erini»sion of The Miicniillnn Company, New York) 

achievement of literacy. But here again Quintilian put in the caveat, 
“You will hardly believe how much reading is delayed by undue 
haste.”' To clinch his point, he went on to remind teachers of the 
waste that follows from attempting to pour water too fast into a 
narrow-necked vessel. On the side of content, the Iwclve fables 
stating the basic law of the land were most important. For beginning 
readers, Aesop's Fables were most popular. 

The Judaeo-Christian educational tradition was much the same as 
the Greco-Roman. Formal schooling for the Jewish boy commenced 
in a school attached to the synagogue at about six years of age, 
although Isaiah recommended that it begin ivith the time when a 
child is weaned. As in other ancient cultures, the first stage of formal 
Jewish education was devoted to achieving literacy and learning the 

^ QuintimaN, Inslitutca of Oratory, vol. 1, p. 37, G. P. PutnamB’ Sons, New 
York, 1921-1922. 
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Peotateuch, which set forth the basio customs of the people. Later, 
during the Christian period, the elements of the new dispensation were 
taught first in the catechumenal schools. Hiese schools, however, 
marked a falling off in the quality of elementary instruction since they 
aimed, not at literacy but only at a basic knowledge of Christian 
aspiration and conviction. The failure to include literacy as an 
objective of this school is easily vmderstood when it is remembered 
that many of its members were converts who at that time came 
chiefly from the most underprivileged social classes. 

THE MEDIEVAI. VERMACTTLAH SCHOOL 

During the medieval period, which ensued on the breakdown of the 
old Roman Empire, political and economic circumstances, and con- 
sequently educational conditions, too, underwent a vast deterioration. 
Yet, in spite of this setback, events transpired during this period that 
vitally affected the whole future of education at the elementary level. 
What survived of the educational traditions of Greece and Rome was 
perpetuated chiefly in Latin language schools erected and maintained 
in connection with cathedrals, monasteries, guilds, and chantries. 
At this time Latin was the language not only of the church but also 
of the law courts, of civil government, and even of business. The 
chief need for it, therefore, was among churchmen, lawyers, magis- 
trates, and the like. The great mass of the people, who had no such 
occupational responsibility and who in any case spoke only the 
vernacular, had no occasion for such schools. 

Yet, as the circumstances of this part of the population improved 
toward the end of the Middle Ages, they found an increasing need for 
enough education to meet the requirements of their humble position. 
This was especially true of a social class below the burgher class and 
yet high enough to have need of reading notices or keeping small 
buriness records. To meet this need there arose schools taught in the 
vernacular. These were known as "adventure" or "hedge schools." 
They were usually private ventures and were held under such mean 
and impromptu conditions as behind hedges. Under these circum- 
stances it is not surprising that these vernacular schools had a very 
ephemeral existence. 

The significant thing to note in this development is that a new 
distinction between elementary and secondary education was in the 
making. In the Greco-Roman tradition the difference had been one 
amply of age, marked by more advanced studies in the postadolescent 
period. Out of the medieval period was emerging a distinction based 
on social class and the language of instruction. To be sure, the 
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childim patroniziiig the uppeiHslass Latin schoola needed to have 
elementaiy instruction in order to take advantage of more advanced 
instruction later on. But this sort of instruction came* to be given 
either privately at home or in the lower years of the Latin school 
itself. At any rate, the roots of the modem elementary school 
originated, not in that sort of instruction, but rather in the new vernac- 
ular school of the Middle Ages. In addition, it is well to note that this 
vernacular school roughly paralleled the early years of upper-class 
education and that it was not at this early time the first rung of a 
ladder which reached from the ABC's to the university. 

BEUQIOUS OBIOINS OF ELEUENTABT EDUCATION 

The impetus that gave the vernacular school a more than ephemeral 
existence and firmly established it in educational history came from two 
sources, the invention of printing about 1450 and the Protestant 
Reformation in the next century. Indeed, many date the substantial 
origin of the modem elementary school from the Protestant Reforma- 
tion rather than from some earlier time. The impetus imparted by 
the Reformation stemmed from the consequences of Martin Luther’s 
break with the Catholic Church. At first Luther (1483-1546) appealed 
to individual reason to attack the authority of the church. Later, 
when this weapon was turned upon his own position, his confidence in 
individual reason weakened. In an endeavor to settle controversies 
he appealed to the Bible. Thus, his revolt ended in a new authori- 
tarianism, the authority of the Bible being substituted for the former 
authority of the Catholic hierarchy. 

The central position so accorded the Bible obviously had tremen- 
dous implications for education. Ultimately it meant that everyone 
would have to learn how to read in order to seek personal guidance 
from Holy Writ. Furthermore, the new Protestant church service 
stressed congregational singing and responsive reading, rituals both 
of which also required literacy. For these reasons, not a few Prot- 
estant principalities in Germany made the elementary education of 
their people compulsory. That the vernacular school was able to 
carry such a prodigious burden, it owed mainly to the translation of the 
Bible into the vernacular by Luther and to the earlier invention of the 
printing press. Both these events brought the Bible within reach of 
the masses. Together they determined the character of elementary 
instruction for the next several centuries. 

It was an English version of this school which the Puritan colonists 
brought to New Elngland shores in the seventeenth century. There it 
was often known as a “dame school,” owing to the fact that it was 
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frequently taught by some thrifty dame eager to turn a penny by 
teaching while at the same time engaged in spinning or in some other 
convenient household occupation. However, these schools were not 
always private ventures. Often they were parochial ones sponsored 
by different religious denominations, as in Now York and Pennsyl- 
vania. In Calvinistic New England, where church and state were 



Daub School 

(Coilrtesy of Bettman Aruhivo) 


hand in glove, the state itself enjoined the establishment of elementary 
schools, which for long thereafter were known as “common schools.” 

The tenor and content of instruction in these schools can perhaps 
best be gathered from a reading of the famous New England primer, 
of which the first edition appteared about 1690 and which long was the 
first book of colonial school children. This little book commenced 
with the alphabet; then came “easy” syllables, next one-syllable 
words, and then two-, three-, and four-syllable ones. Thereafter 



ELEMENTARY EDUCATION 


387 


came the Lord’s Prayer and the Apostle’s Creed, and further on the 
catechism. Other reading materials in the primer usually had a 
definitely religious and moral tone, as for instance a poem whose 
first verse ran: 

The Praises of my Tongue 
I offer to the Lord, 

That I was taught and learnt so young 
To read his holy Word. 

Since a knowledge of reading was the chief gateway to an under- 
standing of the Scriptures, reading was easily the most important of the 
three R’s. Indeed, it was often taught when the other two were not. 
It is not surprising, therefore, that in these early times reading and 
writing schools were often separate. When the third R, arithmetic, 
was taught, it was usually in conjunction with the writing school. 
The aim was usually to teach arithmetic as far as the rule of three, or 
proportion, for this was very necessary in figuring out the relative 
values of the various colonial currencies. Paper for writing and 
“ciphering,” as arithmetic was often called, was scarce and of poor 
quality. Quill pens were still used, and much of the teacher’s time 
was consumed in sliarpening them for the children. In fact, sharpen- 
ing quills, setting copies, dictating suras, “hearing” lessons, and, above 
all, keeping order absorbed so much of the teacher’s time that he had 
little enough left for e.xposition. 

CHARITT AND PHILANTHBOPIC SCHOOLS 

From the middle of the eighteenth century onward there was a 
noticeable change in the forces promoting education of elementary 
grade. For one thing, growing tolerance dampened the fires of 
sectarianism, which up to this time had been the chief dynamic of this 
sort of education. For another, economic, political, and nationalistic 
forces were beginning to crowd religion out of the focus of attention 
in men’s minds. By the end of the century these three forces were 
making almost simultaneous demands on the education of young 
children. 

Perhaps first to make itself felt in the provision for early formal 
education was the economic force. Throughout the seventeenth and 
eighteenth centuries the economic status of the lower social classes in 
Europe was distressing. Poverty and its attendant consequences 
were evident on all sides. The upper-class explanation of these 
conditions was that they arose from the laziness and lack of industry 
of the poor. To remedy or at least mitigate these conditions in 
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England some of the more philanthropically minded persons among the 
favored or privileged classes turned to education. 

Two sorts of schools were proposed. John Locke (1632-1704) 
was the author of one of them. While Locke is best known for Some 
Thoughts Concerning Education {of the Sons of Gentlemen might have 
been added to the title), he was also author of quite a different plan of 
education for the children of the laboring people. For them he pro- 
posed “working schools.” He would have had children from three to 
fourteen attend schools in which they would be instructed in such 
industries as were carried on in the parish. The produce of their work 
was to pay for their instruction and also, presumably, for their midday 
meal of a “bellyful of bread” and in winter of “a little warm water 
gruel; for” added Locke, appealing to the frugality of his class, “the 
same fire that warms the room may be made use of to boil a pot of it.”' 
On Sunday he would have these same children taken to church to be 
brought up in religion and morality as during the week they were 
brought up in industry. Upon leaving school they were to be securely 
placed in some local occupation. 

Locke’s scheme for alleviating the wretched condition of the lower 
classes through education remained largely on paper except insofar as 
it may have been an influence in determining the character of another 
sort of school, the “charity” school. This type of school, established 
and supported out of benevolence solicited from the more favored 
classes, was very popular in the eighteenth century. The Society for 
Promoting Christian Knowledge, and its branch, The Society for the 
Propagation of the Gospel in Foreign Parts, which included the 
American colonies — ^were the chief agencies for making this philan- 
thropy effective. The schools of these societies aimed to teach reading, 
writing, and enough arithmetic to fit a child for an apprenticeship. 
But more important than the three R’s was their aim to rectify irreli- 
gion and vice by teaching the catechism and discouraging lying, 
swearing, and the profanation of the Sabbath. Later it was recom- 
mended to the Society for the Propagation of Christian Knowledge 
that the curriculum include sewing, knitting, spinning, or other useful 
employments so that children would become self-supporting. 

As the Industrial Bevolution began to make itself felt, the educa- 
tional provision for young children took a somewhat different turn. 

‘ Quoted in H. R. F. Bourne, L^e of John Lodce, vol. 2, p. 384, Henry S. King 
A Co., London, 1876. 

* For educational histories of these two societies, see W. O. B. Allen and E. 
McClure, The Ilislory of the Soeietg for Promoting Chrislian Knowledge, 1698-1898, 
E. ft B. B. Young ft Co., New York, 1898, and H. B. Bums, A Cemtury of Education, 
J. M. Dent ft Sons, Ltd., London, 1908. 
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In the absence of child-labor laws at the beginning of the Industrial 
Revolution, children worked such long hours during the week that 
there was imminent risk that a generation would grow up'which knew 
neither its letters nor its catechism. To meet this danger an lilngliaL 
publisher by the name of Robert Raikes (1736-1811) establi^ed 
Sunday schools. He gathered the youthful victims of child labor 
together on Sundays and had them tau^t the indispensable ele- 
ments of knowledge by teachers whom he paid out of his own funds. 
Although held on Sunday and not neglecting religious and moral 
instruction, the original Sunday school, it may surprise some to hear, 
was quite secular in both conception and support. ‘ Raikes’s promo- 
tion of the Sunday school was an immediate success, and when the idea 
was transplanted to America early in the nineteenth century there was ' 
no interruption of its success. 

Another educational attempt to snatch children from under the 
wheels of industry and give them a decent start in life was that made by 
Robert Owen (1771-1858), an English millowner and philanthropist. 
He grieved for the children of five and upward who were apprenticed 
to him by the poor-law authorities of the communities near his mill. 
After these young people had worked out their apprenticeship with 
him, he saw them returning merely to swell the ignorant mass of the 
population. To make a beginnmg at forestalling such an outcome, 
Owen proposed taking children as early as three years of age and 
forming them into an “infant school.” There he would provide an 
informal sort of education emphasizing health and physical exercise 
rather than books. Owen actually established such a school near his 
own mill, and it was visited by people from far and wide. It was not 
long before a few similar infant schools were set up both in France and 
in America. 

StiU another type of first school for children that fitted congenially 
into the new industrialism was the monitorial school stemming in part 
from Joseph Lancaster (1778-1838) and in part from Andrew Boll 
(1753-1832). The essential feature of this sort of school was that one 
master could teach as many as 200 to 1,000 pupils at a time in a single 
large room. Such considerable numbers were handled by dividing 
them into groups of 10 students, with a decurion, or monitor, over each 
group. The master instructed the monitors, each of whom relayed 
the instruction to the 10 other students under his immediate charge. 
This scheme for mechanical quantity production was more successful 
in teaching subjects susceptible of rote memorizing than it was in 
teaching those requiring thought and discrimination. Nevertheless, 

‘ For the religiouB devdopment of the Sunday school, see supra, pp. 386-889. 
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its efficiency in reaching large numbers at little expense greatly 
appealed to its philanthropic backers in England and also in America, 
when it was introduced there in the first quarter of the nineteenth 
century. 

The charitable, or philanthropic, interest in elementary education 
in nineteenth-century England and America should not be overrated. 
On the one hand, there was a quite uncritical optimism as to the 
amount of social uplift that could be expected from a mere mastery 
of the three R’s embellished chiefly with religious and moral teaching. 
On the other hand, there seems to have been a definite limit to the 
height to which social uplift was to rise through this first level of 
schooling. The dominant conception of charity was still quite 
aristocratic, and few upper-class benefactors intended their benevo- 
lences to support elementary schools that would “put notions” 
in the heads of lower-class children. 

One of the chief vehicles for such conservatism in America was the 
blue-backed speller put out by America’s great lexicographer Noah 
Webster (1758-1843). This book was a reader as well as a speller. 
The selections included materials chosen from economic and political 
contexts as well as from earlier religious ones. From these selections 
it is evident that people at this early period of our national history 
expected the elementary school to teach respect for property rights, 
the virtue of industry, and contentment with one’s lot in life.* 

This view of the obligation of the elementary school to underlying 
economic forces had not entirely disappeared as late as the early 
twentieth century. John Dewey (1859- ) detected numerous 

evidences of its persistence when he examined the elementary schools 
of this period.® Some of this evidence he found in the opposition of 
influential members of the community to the expansion of the ele- 
mentary school curriculum. With the exception of history and 
geography they tended to oppose any other additions to the curriculum 
as unwarranted “fads and frills." In the expectation of this group, 
when children had learned the three R’s plus perhaps a little history 
and geography, the majority of them would leave school and go to 
work. In their minds elementary education was little more than a 
substitute for the old apprenticeship system of education. The 
elementary education of the masses was regarded as a kind of necessary 
concession rather than as a generous expectation. 

* CuBTi, M., The Social Ideals of American Educators, pp. 32-33, Charles 
Scribner’s ^ns. New York, 1935. 

• Dewet, John, and Evei.tn Dewey, Schools of Tomorrow, pp. 235-237, 
E. P. Dutton & Company, Inc., New York, 1915. 
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NATIONALISTIC AND POLITICAL OBIQIN 
OF ELNMENTABY EDUCATION 

As already indicated, other forces than the economic were coopera- 
ting in the eighteenth and nineteenth centuries to shift the purpose of 
the elementary school slowly away from its earlier almost exclusively 
religious base. One of the most powerful of these forces was national- 
ism. * N ationalism as a passion of the upper classes was an old phenom- 
enon in Europe. But nationalism as a passion of the masses was 
something new, introduced by the French Revolution of 1789. The 
leaders of that movement deliberately cultivated the feelings of 
nationalism in the masses to make them conscious of the libc’ty they 
had won through the Revolution and to make them i-eady to defend it. 

The instrument most ready to hand for attaching the masses to 
their newly won liberty was education — not the old education of the 
upper classes but a new education designed for the masses. This 
political motive for their education gave the school of this class, 
the elementary school, a new dignity. Further, it drew to the support 
of the elementary school the strength and resources of the state. 
The purpose of preserving the people’s liberties through their patriotic 
devotion could not be made to depend on the uncertainties and possible 
self-interest of charitable benevolence. Nothing less than the state 
itself would have to stand sponsor for such an education. 

Nationalism and patriotism had several points of Induence on the 
curriculum of the school for the masses. Perhaps chief was their 
effect on instruction in the vernacular. If formerly the vernacular 
had been subordinated to Latin, now it was made the principal channel 
for purveying the new elixir of patriotism. Folk tales and literature 
in the folk tongue were greatly emphasized. Indeed, in Germany, 
where nationalism was also rampant after the Napoleonic defeat of 
Prussia, the elementary school was called the Volksschule or folk school. 
Folk music was also made a source of patriotic instruction. Geog- 
raphy and histoiy were introduced into the elementary school curricu- 
lum, too, in order to give nationalism a firm setting in the dimensions 
of space and time. 

Almost inseparable from the nationalistic basis for elementary 
education, as already perceived, was the political one. The new 
impetus given to elementary education by the French Revolution 
was as important for political reasons as for nationalistic ones. Not 
only did the masses have to learn patriotic enthusiasm for their new 

^ For a more extended account of nationalism and education, see aupra, Chap. 
III. 



392 


A mSTOBY OF THE PROBLEMS OF EDUCATION 


liberties; they had also to leam how to exercise them. They had to 
learn not only the "rights of man” but his corre^nding political 
duties as well. 

The political implications of the American Revolution were even 
more important than the nationalistic ones for the aim of the common 
school in this countiy. If the people were to rule themselves, they 
needed to develop capacity for judging their own actions and the 
actions of others. For this they required an education that would 
free them from blind dependence on their leaders. They also needed 
to be as free from superstitioua fear and prejudice as from chimerical 
hopes. Above all they needed to train their wits so as to be constantly 
alert to guarding freedom of opinion and conscience. That declama- 
tion gained a place in the common school curriculum in the early 
national period shows the eagerness of the people to prepare themselves 
for participation in the exciting innovation of launching the first 
great modem democracy. 

While religion, economics, nationalism, and politics each in turn 
conditioned the rise and purpose of the elementary school, none of 
these large-scale social forces was entirely supplanted by the others 
that succeeded them. Although the force of each varied, their 
influence on the elementary school was exerted tandem or abreast 
right down to the twentieth century. Indeed, little if any change 
became noticeable even in that century. When in 1915 a national 
committee assumed the task of determining the minimum essentials 
of the various elementary school subjects, they used a criterion of 
elementary education still highly colored by its origins. It was their 
mature judgment that "the function of the elementary school is to 
provide those educational opportunities necessary to ensure, with the 
assistance of the other institutionB of society, the acquisition on the 
part of elementary school children of those habits, skills, knowledges, 
ideals, and prejudices which must be made the common property of all, 
that each may be an efficient member of a progressive democratic 
society, possessing the power of self-support and self-direction, . . . 
the capacity and disposition for cooperative effort, and if possible the 
ability to direct others, if one is in a position of administrative responsi- 
bility.”^ In the next decade particular attention was given to specify- 
ing just what skills, knowledges, and ideals all children must possess. 
On the whole, specification followed religious, economic, and political 

‘ National Society for the Study of Education, 14th Yearbook, Ft. I, Minimum 
Eaaentialt in Elementary School Sulgecie, p. 15, University of Chicago Press, 
Chicago, 1916. See L. V. Eoos, "Recent Conceptions of the Aims of Elementary 
Education," ElemetUary School Journal, 24; 607-515, March, 1924. 



ELEMENTARY EDUCATION 


393 


ftiTna already mentioned, to which were added command of the fimda- 
mental processeB, worthy use of laaure, worthy home member^p, 
and health.^ 

EXPANSION OF THE ELEMENTABY SCHOOL CUBRICULim 

The process of multiplying and differentiating offerings in the 
common school curriculum went on throughout the nineteenth century. 
Basic in the elementary school curriculum during this entire period, 
of course, were the three R’s, but even the three R's had growing pains. 
Of the three, probably reading subdivided and expanded most. One 
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direction taken by this development was the study of English grammar. 
This study of the structure of the vernacular was doubtless in part an 
influence of the secondary school, where Latin, especially Latin 
grammar, was the chief item in the curriculum. Another direction 
was the development of reading into declamation. Most early 
reading had been oral. Hence the step from the oft-repeated rereading 
of set selections in the reader to their oral declamation was a very short 
one. Toward the end of the centurj’’ a wider selection of readings 
began to appear under the title of “literature.” The Herbartian 
idea that the moral ends of education could be served by a study of 
literature^ was no little responsible for this extension. The much 

^ For a further discuBsioii of these aims, see supra, p. 17. 

* Supra^ p. 342. 
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later transition from oral to silent reading further reinforced the 
trend. 

The expansion of the other two R's was not nearly so extensive. 
Although writing took on the fancy name of “penmanship" after the 
Civil War, it still remained the same basic skill. As social demands on 
the individual’s skills increased, writing became almost as important as 
mading. Consequently, the importance of spelling increased propor- 
tionately. The same was true of arithmetic, although here the expan- 
sion was chiefly in the direction of mental arithmetic. 

New additions to the elementary school curriculum were of several 
varieties. Among the first was geography. Its suitability to Pesta- 
lozzian object instruction' was one reason for inclusion, though its 
commercial and nationalistic significance was also recognized. His- 
tory, too, was early added. Before the Civil War, history was largely 
absorbed incidentally through selections in the readers. After that 
war, however, history became an important study in the elementary 
school curriculum in its own right. Again the Herbartian employment 
of history to achieve the moral aims of education played a large part. 
Where political rather than moral ends predominated, history devel- 
oped in the direction of instruction in civics. 

Pestalozzian object instruction was also responsible for the intro- 
duction of nature study into the late nineteenth-century elementary 
school curriculum. Yet some credit for this addition to the curriculum 
must go to Froebel (1782-1852), for an exceptionally important part 
of the equipment of every kindergarten was a garden of growing things. 
Elementary science gained admission with the ascendant star of science 
in industry. Emphasizing the child’s sensory capacities and his 
propensities for action even more than science were the subjects of 
drawing and music, also introduced in this century. But also more 
than science were they likely to be regarded as "fads and frills.” 
Physical exercise was added, also, but the public was long skeptical 
about this, particularly in the face of out-of-school opportunities 
for exercise through work and play. 

Of a more practical nature were several other innovations in the 
common, or elementary, school curriculum during this period. In 
the early part of the period, bookkeeping, which ordinarily was more 
likely to be found offered in the academy, received some recognition. 
Toward the end of the period, sewing and cooking for girls and manual 
training for boys began to enter the curriculum of the lower school. 
Their claims to attention, however, were not so much vocational as 
pedagogical. Their pedagogical value seemed to lie in their being an 

' Supra, pp. 213-214. 
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excellent outlet for the exercise of youthful energies or, in the case of 
sloyd manual training, in their affording a kind of formal discipline. 
Where sloyd was advocated for its coordination of miiid and body, 
it was sometimes offered to girls as well as boys. 

ORADINQ 

Originally the American common school, where the three R’s were 
taught, was a one-room ungraded school. The number of classes that 
were “heard” by the single teacher in charge varied with a number of 
circumstances. The two principal considerations were the pupil’s 
age and the subject taught. But as children’s levels of achievement 
on entering school varied, as well as their native capacities, the number 
of classes dictated by age and subject had to be multiplied. Worse yet, 
as this was the day before the vogue of uniform textbooks, classes had 
to be still further multiplied to make adjustments to the variety of 
books possessed by the families sending children to school. In 
consequence, the number of classes was usually so great as seriously to 
interfere with efficient instruction. 

After the first quarter of the nineteenth century, arguments were 
persistently pressed for the improvement of instruction through 
grading of the common school. The chief arguments for grading were 
pedagogical. The monitorial organization of schools obviously 
demanded grading. The Festalozzian form of instruction, which 
came to supplant the monitorial, also required grading for its succtess. 
The teacher’s oral questioning in connection with the observing and 
examining of objects could be effective only if the class was reasonably 
homogenous.^ A further professional argument in favor of grading 
was the division of labor it permitted among teachers according to 
their talents and training. Moreover, as the idea of grading became 
embodied in school architecture, so that the one-room school gave 
way to the multiroom building, grading made possible the assignment 
of each teacher to a separate room.^ 

Theoretically desirable as grading came to be acknowledged, it 
remained practically inadvisable, if not impossible, till the urbanization 
of our population brought about a sufficient concentration of families 
in one place. Even then, grading in this country began with founding 

* For a discussion of the Festalozzian method of instruction, see supra, pp. 
212-217. 

* Henry Barnard, Connecticut’s great leader of the common school revival 
after 1838, hod an excellent early grasp on the problem of grading. See J. S. 
Brubacher, Henry Barnard on Education, pp. 78-89, McGraw-Hill Book Company, 
Inc., New York, 1031. 
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and systematizing schools at different levels rather than arranging 
grades within a given school. America had started with a two-class 
system of schools inherited from Europe and the Middle Ages. Above 
was one set of schools consisting of a Latin grammar school and a 
college for the social classes that aspired to leadership in church and 
state. Below was another set of schools of odd sorts and sizes for the 
general run of the population. In this set were the common schools, 
supplemented by various private-venture and philanthropic schools 
such as the already noted dame and infant schools and monitorial 
schools. These two sets of schools were differentiated from each 
other, not so much by being higher and lower rungs on the same educa- 
tional ladder as by being patronized by higher and lower social classes. 

A single educational ladder that reached unbroken by class dis- 
tinction from the common school to the university had been the 
democratic ideal that Thomas Jefferson (1743-1826), author of the 
Declaration of Independence and third president of the United States, 
had proposed to the legislature of ids native state of Virginia.^ But 
the idea was ahead of its time not only in Virginia but elsewhere. 
Much more closely representing the popular outlook of the day was the 
dual state system of schools actually set up in New York. There 
immediately after the Revolution a state board of regents was given 
oversight of secondary and higher education, but a “state super- 
intendent of common schools” was not appointed till the second 
decade of the nineteenth century. 

The various schools that had grown up at the elementary level 
were not at first organized systematically with reference to each other. 
Each had been founded to meet some particular need. Consequently, 
there was considerable overlapping of ages and services rendered. 
When population increased to a point where school facilities needed 
to be enlarged, the early tendency was to establish another one-room 
ungraded school of the sorts already described. With the steady 
march of urbanization, however, cities began to try to meet the prob- 
lem of expanding school facilities through grading. Not all cities 
had the same ungraded system at the start, and consequently the 
course of development toward a unified graded system of schools 
varied considerably from place to place.* 

By the middle of the nineteenth century the pattern of the ele- 
mentary system had begun to take a pretty definite shape. It 

‘ Abrowood, C. F., Thonuu Jefferton and Education in a Republic, Chap. 7, 
McGraw-Hill Book Co., Inc., New York, 1930. 

’ For a sampling of various cities see E. P. Cubberlcy, Public Education in the 
United States, p. 309, Houghton MifBin Company, Boston, 1934. 
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condated, not always, but frequently, of three parts, the primary, 
intermediate, and grammar grades.' The division between the 
primary and upper grades stemmed in part from the differences 
between the infant and the common schools and in part from a dis- 
tinction in the common school that reflected the “old division between 
the reading and writing schools. Thus, in the common school there 
seems to have been a lower division emphadzing reading and an upper, 
or advanced, dividon where reading was continued but where writing 
was included along with arithmetic, spelling, grammar, geography, 
and sometimes bookkeeping. In many communities the upper 
dividon was called the “grammar school.” But in not a few places 
the grammar school was further subdivided into the grammar grades 
proper and the intermediate grades, the latter between the grammar 
and the primary grades. 

The length of time consumed in passing through the primary, 
intermediate, and grammar grades also varied in different communities. 
This was due in part to different allotments of time possessed by the 
three divisions of school before their organization into a dngle system. 
In New England a nine-year elementary school was not uncommon. 
In some places in the South and Middle West there was a seven-year 
elementary school. But in the course of time an elementary school of 
eight years came to be the norm. It is a moot point how much this 
result was the product of indigenous American conditions and how 
much an imitation of the Prussian eight-year Volksschule, which was 
much admired in the United States and the graded system of 
which was highly recommended as a model by returned Ameri- 
can observers from abroad, like Horace Mann, Henry Barnard, and 
Calvin Stowe.* 

By the post-Civil War period the graded elementary school was 
thoroughly established. Indeed, if one judges by the way in which the 
rest of the school program was organized on the basis of it, the course 
of study was carefully planned in detail, grade by grade. Textbook 
publishers followed suit with whole “graded” series of readers, 

‘ The grammar grades, where English grammar was taught, are to be dis- 
tinguished from the Latin grammar school, which was a secondary school. 

* Quite a controversy was waged at one time over this point. See C. H. Judd, 
“Prussia and Our Schools,” New Republic, 14: 347-349, April, 1918; P. Monroe, 
“Further Consideration of Prussia and Our Schools,” School and Sodely, 7: 691- 
694, June, 1918; C. H. Judd, “Shall We Continue to Imitate Prussia?” School and 
Society, 7: 751—754, June, 1918; P. Monroe, “Shall We Continue to Advocate 
Reforms by False Arguments?” School and Society, 8: 290-294, September, 1918. 
See also F. F. Bunker, Reorganization of the Public School System, U.S. Bureau of 
Education, Bulletin 8, pp. 19-28, 1916. 
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arithmetics, and the like. Written examinations were the gates 
between grades, and these gates swung open and shut ia a scheme of 
annual promotions. In fact, the administrative machinery was so 
perfected that soon the elementary schools were caught in a lock step 
from which heroic efforts were to be necessary to extricate it. 

PBOMOTION 

Attention was focused on the faults of the system when rumblings of 
discontent were voiced by Charles WUliam Eliot (1834r-1926), Har- 
vard’s widely influential president. In 1892, he spoke before the 
National Education Association on "undesirable and desirable 
uniformity in the schools.” He particularly complained of the way in 
which the system of grading and promotion suppressed rather than 
took account of individual differences. That this was the effect of 
grading and promotion is not surprising. Grading was originally 
recommended so that a teacher would be faced by children of similar 
age and scholastic attainment. It was logically to be expected, 
therefore, that the teacher’s classroom efforts would be directed 
toward all alike and that promotions should be made in grade lots 
according to some uniform standard. 

But the fact gradually forced itself on educators’ minds that 
grading had not achieved as much homogeneity in the classroom as 
had been anticipated. In one direction this was felt in the great 
amount of retardation that tended to occur in the various grades. 
In another direction there was a feeling that the bright and capable 
child was not being advanced rapidly enough. A number of practices 
began to appear about 1890 that tried to remedy this situation by 
introducing greater flexibility into the scheme of promotion. 

Even before 1890 the seriousness of this problem was recognized in a 
number of cities, notably, Quincy, Massachusetts, and St. Louis, 
Missouri. In these cities the trouble was thought to reside in the 
policy of annual promotions. An adjustment was therefore made by 
placing promotion on a semiannual or even quarter-annual basis. 
This more frequent reclassification of pupils was a great advantage to 
those failing of promotion, for it eliminated the necessity of repeating 
a whole long year’s work. 

Another scheme was widely known as the “Batavia plan,” taking 
its name from the community in New York where it had its origin. 
The school system there recognized two groups in the classroom, 
those making normal progress and those tending to lag behind. If the 
class was under fifty in number, the teacher was allowed to devote 
special attention to coaching the laggards. If the class was over fifty. 
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an assistant teacher was appointed to take care of this group.* By 
this device both groups were brought along over the same ground so 
that they could be promoted together at the same time. . 

In Cambridge, Massachusetts, the elemmtary school program was 
divided into two parallel courses, one of six and the other of eight 
years’ duration. Both covered the same curriculum, but one faster 
than the other. At convenient points children could be transferred 
from one course to the other as their abilities seemed to warrant. The 
Cambridge plan had the advantage over the Batavia plan in that its 
emphasis was on pushing the bright ahead rather than on bringing the 
dull up to standard. 

A further variation of the Cambridge plan was one attempted in 
Santa Barbara, California, and in Baltimore, Maryland. Here a 
six-year elementary school was organized in three parallel courses. 
The three, instead of covering the same ground at different rates, 
maintained the same rate but covered varying amounts of ground. 
The average child covered an average curriculum, the slow child a 
minimum curriculum, and the gifted an enriched curriculum in each 
of the six elementary years. All finished at the same time, but with 
varying accomplishments. 

This plan of grading and promotion took a further lease on life 
when the psycholo^cal-testing movement got under way after the 
First World War. The results of the new intelligence and achievement 
tests gave educators a fresh confidence in being able to group children 
homogeneously. As a result, a number of ways of grouping children 
were tried. To cover the wide variety of plans conveniently, they 
were designated "XYZ ability grouping.” Essentially, these plans 
centered in a curriculum readjustment rather than in a mere adminis- 
trative arrangement. They aimed to separate children of a given 
grade into ability groupings so that each child might have a curriculum 
and rate of progress suited to his ability. While some benefit attached 
to this aim, it was not without drawbacks. Some thought it undem- 
ocratic. Others pointed out that no group was ever entirely homoge- 
neous since the individual child varied in his own abilities. Therefore, 
a child could not be put in an X, Y, or Z group for all his school activ- 
ities but would have to be constantly regrouped as the type of activity 
changed. 

Most flexible of all was a plan tried out in Pueblo, Colorado, before 
the end of the nineteenth century. There each chUd was allowed to 
proceed at his own rate regardless of the progress of his fellows. Such 
a plan, of course, placed a considerable burden on school administra- 

‘ In North Pueblo, Colo., the assietant teacher was assigned the regular group. 
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tion. Frederic L. Burk (1862-1924) made this burden much lighter 
in an adaptation of the plan at the old San Francisco State Normal 
School in 1912. His improvement lay in working out flexible subject- 
matter units to expedite the progress of the individual pupil at his 
own rate. It was on this backgroimd of experience that Carleton 
Washbume (1889- ), a former pupil of Burk’s, built his well-known 

plan at Winnetka, Illinois, in 1919. In the basic tools, such as the 
three R's, Washbume set up achievement units through which the 
individual was allowed to proceed just as fast as he could demonstrate 
mastery in achievement tests. Because progress was up to the indi- 
vidual, he was never retarded by failure or advanced to skip a grade by 
superior achievement. Individuality was also cultivated in the other 
half of the elementary school program, consisting of group and self- 
expression activities. But there no achievement goals were set. 

Embodying the same principle of making the individual rather than 
the group the unit of grading and promotion was the Dalton plan 
launched at Dalton, Massachusetts, in the same year Washbume was 
experimenting at Winnetka. The device used in this plan to get 
flexibility was a “contract” made between the pupil and teacher. 
Employing the regular curriculum, the two entered into an agreement 
whereby the pupil would undertake to do a given block of work in his 
various subjects during a specified length of time, from several weeks 
to a month or more. During this time he was free to work on whatever 
subjects he wished, when he wished, and as long as he wished except 
for the one condition that all the work in a block must be finished 
before another contract could be undertaken. In this way each 
student could progress through the school at his own rate. Provision 
for social activities, however, was not neglected. Even so, this plan 
never had the wide vogue in this country that it had abroad. 

Perhaps the most widely adopted scheme since the turn of the 
century has been one that left the conventional graded system rela- 
tively untouched. Treating flexibility in promotion more as an od hoc 
problem, it plucked out victims of the system here and there and 
organized them into special classes. These classes have gone by a 
variety of names, “ungraded classes," “opportunity classes,” and the 
like. Here have been placed overage children, children who have 
fallen behind because of absence through Ulness, those who need 
coaching in some special subject, and so on. Assignment to such 
classes is usuaOy not permanent but merely till the child is ready to 
return to his regular grade. Such a scheme obviously serves the 
double purpose of relieving the regular grade from the burden of 
carrying a retarded pupil and at the same time affording the retarded 
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pupil better instruction than he could obtain in his regular grade. 
On occasion, the device has even been used to provide special opportu- 
nities for gifted children. 

ECONOMY OP TIME IN ELEMENTAHY EDUCATION 

Another attack on the lockstep of the graded elementary school was 
aimed at its length. This attack, even more notably than the one on 
inflexible promotion, was led by President Eliot of Harvard University. 
At the meeting of the National Education Association in 1888 he 
addressed himself to the question: Can school programs be shortened 
and enriched? He thought they not only could but must be shortened 
in order that the graduates of colleges and graduate schools might 
embark sooner on the task of earning their own living. In Eliot’s 
mind one way to lower the alarming rise in college-entrance age was to 
reduce the program of the eight-year elementary school. He pointed 
in parti(!ular to arithmetic and the excessive time given to reviews as 
absorbing more than a justifiable proportion of the time of elementary 
education. 

Eliot’s address provoked much discussion in the next few years. 
The upshot of this discussion was the appointment of two famous 
committees by the National Education Association, the Committee of 
Ten and the Committee of Fifteen. The former, after studying the 
secondary school problem, reported in 1893. The latter, aft(?r study- 
ing possible economies in elementary education, reported two years 
later. Both reports recommended much the same plan of economy. 
Their plan called for shortening the elementary school offering enough 
to permit algebra to replace much of seventh- and eighth-grade 
arithmetic and I.Atin to take the place of English grammar in the 
eighth grade. These recommendations obviously had the interests of 
higher education in view and reveal the predominance of college 
professors in the composition of the committees. 

In spite of this bias, the idea of economizing in the elementary 
school program caught the imapnation of public school men. After 
the turn of the century they continued to discuss it from angles other 
than that of college preparation. For example, they wondered 
whether large numbers of pupils dropped out of school before reaching 
high school because the program of the seventh and eighth grades 
was at fault. The new study of the psychology of adolescence also 
raised the question whether the line between elementary and secondary 
education should not be redrawn. For these and other reasons the 
principle was gradually accepted that elementary education should 
be foreshortened two years so as to include the ages six to twelve. 
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The period of secondaiy education, thus, was to commence two years 
earlier and include a span of six rather than four years of schooling.* 

Impossible as it may seem, the curtailment of elementary education 
was to be compensated by an enrichment of its program. Yet there 
was no thought that this enrichment should be accomplished by cram- 
ming what had previously been given in eight years into the former 
span of six. To be sure, some compensation was sought in the 
prolonging of the school year. But the main effort at enrichment 
while curtaffing the elementary school was sought in a different 
direction. This direction was to find out as scientifically as possi- 
ble what were justifiable minimum essentials in each subject field in 
the elementary school curriculum.* To ensure further enrichment 
through more vital instructional procedures, a similar scientific 
analysis of methods of teaching elementary school subjects was also 
undertaken.' In fact, the general improvement of teacher training 
was collaterally promoted in order to give effect to Eliot’s belief that 
the elementary school program could be both shortened and enriched. 

THn KINDEBQABTEK 

Curiously enough, at the very moment when reasons of economy of 
time were dictating an abbreviation of the upper years of the ele- 
mentary school, forces were already afoot to extend its lower years. 
The last two decades of the nineteenth century thus not only witnessed 
Eliot’s demand for shortening tire elementary school but also saw the 
growth of the kindergarten as a form of preprimary schooling. The 
historical account of this addition to the elementary school can best be 
begun by picking up again the development of the infant school, which 
has already been mentioned. 

The idea of a school for very yoimg children was entertained by 
Johann Amos Comenius (1592-1670), who advocated a school of 
infancy in conjunction with the home. There he wanted special 
attention given food, sleep, fresh air, and exercise in order to build up 
a body fit for the habitation of the soul. Robert Owen shared his 
ides of an infant school with a Frenchman, Jean Fr4d4ric Oberlin 
(1740-1826), who originated the sailea d’hoapitalitS, which in the course 

‘ For a more complete account of how the last two years of the elementary 
school became incorporated into the junior high school, see infra, pp. 442-444. 

* National Society for the Study of Sducaiion, 14th, 16th, 17th Yearbooks, being 
the first, second, and third reports of the Committee on Minimum Essentials in 
Elementary School Subjects, University of Chicago Press, Chicago, 1916, and 
Public Bchool Publishing Company, Koomingtan, 111., 1917 and 1918. 

* National Society for the Study of Education, 18th Yearbook, iVfncipfss of 
Method, Public School Publishing Company, Bloomington, 111., 1919. 
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of time gave way to the aallea d'aaUe and were finally incorporated 
into the French public school system as the icolea materneUea. A 
similar type of school in Germany was known as the Kleinkinder- 
bewahranatalten. The object of all these schools, as of the infant 
school, was to emphasize health, physical exercise, and moral training 
for children of tender years and to “annoy” them as little as possible 
with books. This stress on the spontaneous activities of children 
favorably inclined Owen toward Pestalozzian methods,' which he was 
disposed to introduce into his school at New Lanark. 



WiLDBBSPIN’B iNFATiT SCHOOL 


In the hands of Owens’s successors the infant school became more 
and more formal, like the school for children of the age level just above 
where children were first formally introduced to the three R’s. The 
change in spirit can be easily inferred from the testimony of a noted 
infant school master, Samuel Wilderspin (1792-1866), before a com- 
mittee of Parliament studying this sort of school. It was his claim 
that before the age of seven a child educated in an infant school should 
be able to read any book in simple language, should know the first 
four rules of arithmetic and many of the elements of geography and 
natural history, and should have a “tolerable” knowledge of the New 
Testament and sundry other items.’ Such expectations were, of 
course, quite inflated. The infant school that made its way to Ameri- 
can shores, while less ambitious than Wilderspin’s, yet was more or 

‘ For a fuller account of theae methods, ace supra, pp. 212-217. 

' Wilderspin made his chief exposition of the infant school in A System for the 
EdueaUon of tAe Young, James B. Hodson, London, 1840. 
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less of the formal sort. Because of this it soon lost its identity in the 
primary grades of the common school, the work of which it tended to 
duplicate. 



WiLDIBBPIH'b ImFANT ScHOOlr— TBS Galust 



WiLDmtBWN'a Ihtadt Sceooi, — Odtdoob Rbcbbation 


Not till the introduction of the kindergarten into the United States 
from Germany in the latter half of the nineteenth century did the original 
idea of a different sort of education for the very young of preprimary 
age receive the further exploration it deserved. Owen had stressed 
physical activity in the infant school for the important but rather 
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limited purposes of health. Froehel, the foimder of the kindergarten, 
-went further and laid the basis of the kindergarten in physical activity 
for deep and broad philosophical reasons.* Froebel felt that the core 
of the kindergarten curriculum should be the play activities of children. 
Instead of viewing games lightly, he thought of them as children’s 
most serious occupation. Play he saw as the form that children’s 
activities took in their quest for self-development toward the eternal 
unity that unites all things — God. 



Frobbelian Plat with the Ball 
Varioua activities with a ball to develop child’s sensory perceptions. 


For example, Froebel made much of games played with a ball, for, 
from contact with the ball, he expected the child to develop a sense of 
unity. Similarly, when the child played with a large wooden cube 
divided into eight smaller cubes of equal size, he was supposed to be 
learning about the relation of whole and part. Again, the social 
organization of the kindergarten was expected to symbolize the same 
concepts about the whole and the part. To reinforce this notion, 
Froebel emphasized games in which children were arranged in a circle, 
which also conveyed the idea of unity. Drawing, painting, paper 

‘ For a fuller account of Froebel's educational philosophy, see supra, pp. 124r- 
125. For his method, see supra, pp. 221-224. 
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folding and cutting, and clay modeling were other natural forms of 
self-activity that Froebel marked for inclusion in the kindergarten. 
But, true to his philosophy, Froebel advocated a rather formal kind of 
art because of its supposed greater symbolism. Not least among the 
arts, singing, too, received great attention as a form of self-activity.^ 
The kindergarten, so radically different from the conventional pri- 
mary grades of the elementary school, became increasingly popular 
in the United States after the Civil War. At first, individual kinder- 
gartens were set up under private auspices. Soon associations sprang 
up in the more important centers to spread the idea. The exhibit of 
kindergarten materials in 1876 at the Centennial Exposition in Phil- 



Froebolian Kindbuoarten Cerole 
(CuurteHy of Bottmanu Archive) 


adelphia further stimulated the movement. Kindergartens were also 
established in connection with settlement and welfare centers. No 
little impetus was felt from a contemporary revival of the arts gener- 
ally, which saw a natural ally in the kindergarten. 

The first public kindergarten was in Boston, but there the seed fell 
on shallow soil and withered soon after springing up. The credit for 
the first ijermanent kindergarten, therefore, went to St. Louis, where 
Susan Blow (1843-1916) under the leadership of Superintendent 
William T. Harris (1835-1909), later United States commisaoner of 
education, became one of the foremost kindergartners in America. 
The incorporation of the kindergarten into the public school system of 
the country was a slower process. Some communities were deterred 

* See Froebel’s M utter- und Kme-Lieder. Note, too, how the role of the mother, 
had been already anticipated in Comenius's "achool of the mother’s knee.” 
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by the expense of purcha^g the kindergarten materials and also by 
the smaller pupil-teacher ratio required for the kindergarten. Other 
communities were deterred by law, which gave a narrow definition to 
the limi ts of the common, or elementary, school. 

Even where the kindergarten became a legal part of the public 
school system, it remained for long a separate institution in spirit. 
The primary teachers looked with suspicion on the kindergarten 
because they thought its curriculum of play activities was a poor 
preparation for the serious work and study of the primary grades. 
The kindergarten teachers responded with criticism of the procedures 
of the primary grades in the light of what they believed to be the 
superior educational philosophy of Froebel. In trying to extend this 
philosophy into the primary grades, they were but doing what Froebel 
himself planned to do. If the principle of self-activity in his phi- 
losophy was sound, then it under^rded, not just the kindergarten, 
but the upper grades as well. And this is exactly the direction in which 
it expanded. In the course of time the quarrel between the kinder- 
garten and the primary grades subsided, and a considerable inter- 
penetration of ideas took place. But in this interpenetration there 
can be no doubt that the influence of the kindergarten was the more 
marked. 

The predominance of kindergarten principles, however, did not 
take place without a considerable modification in their scientific 
and philosophic support. After 1900, kindergartners divided into two 
camps. One was orthodoxly Froebelian and followed Miss Blow. 
The other was more heterodox and followed the restatements of kinder- 
garten principles made by Patty Smith Hill (1868-1946) and Alice 
Temple (1866- ). These women were much influenced by the 

educational philosophy of John Dewey and the educational psychology 
of G. Stanley Hall (1846-1924) and Edward L. Thorndike (1874- ). 

They both perceived the main contribution of the kindergarten to 
lie in its activity program. This, they saw, could stand on biological, 
psychological, or pragmatic bases just as well as on Froebel’s brand of 
philosophic idealism. Consequently, they quickly discarded Froebel’s 
symbolism as too mystical, as lacking warrant in fact. Liberated 
from the cramping necessity of extracting certain symbolic effects from 
games, songs, and art activities, Patty Hill and Alice Temple conducted 
the first modem kindergartens where these activities were enjoyed for 
their own sake. Freedom was accorded children in these activities 
in order that they might learn to adapt materials and activities to 
achieve purposes of their own. It was this conception of the kinder- 
garten which came to predominate in the twentieth century. 
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THE mTBSERT SCHOOL 

The kindergarten extended the downward reach of the elementary 
school by only a year or two. That meant that in most co mm u ni ties 
there were four preschool years in which the home still served as the 
main educational agency. These years, however, did not escape the 
careful study of men trained in psychology and medicine. Preeminent 
in this investigation was Arnold Gesell (1880- ) at Yale, who held 

degrees in both these fields. His research and that of others led many 
to adopt the conclusion that the first years of life were far more critical 
for the future development of the child than had hitherto been real- 
ized. ^ Many physical and mental maladjustments of later years, 
it was claimed, could be traced back to the growth and development 
that took place in these earliest years. Proper care and attention 
in this period might easily prevent the later effects of communicable 
disease or dietary deficiency. Similarly, some of the worst types of 
phobia, inferiority complex, aggression, and repression of primitive 
impulses in adult years might easily be eliminated if action could be 
taken during the years of infancy. Fsi'ts such as these cried out for 
some ounce of prevention before waiting for a cure that would have to 
be measured by the pound. About 1920, Yale and I owa set up psycho- 
clinics to minister to this urgent need. 

Several years before this action, a new educational institution, 
the nursery school,* offered its services and grew rapidly in the next 
two decades. Such a school had already enjoyed nearly a decade of 
successful experience in Pingland. The American nursery school 
opened its doors to cliiklren of prekindergarten ago, accepting children 
as young as eighteen months and as old as four years. The daily 
program was largely composed of frec-plaj' activities to which the 

‘ See A. Gesell, The Pre-aduml Child, Houghton Mifflin Company, Boston, 1923, 

• See two significant statements of J. B, Watson. "Our own view after study- 
ing many hundreds of babies is that one can make or break the child so far as its 
personality is concerned long before the age of five is reached. We believe that 
by the end of the second year the pattern of the future individual is already laid 
down." Watson, J. B., and R. R. Watson, "Siudies in Infant Psychology,” 
Scimtific Monthly, 13 : 494, December, 1921. "I have come to the conclusion, 
possibly without sufficient experimental data, that the first few years are all- 
important ones for shaping the emotional life of the child. ... I see no way of 
getting the information we so much desire except by the use of slow and intense 
experimental methods. ... I suggest the establishment of an experimental 
nursery where fifteen to twenty children can be brought up during the first five 
years of life.” Jennings, H. B., J. B. Watson, A. Meyek, and W. I. Thomas, 
Suggettiam of Modem Science Concerning Education, pp. 74-77, The Macmillan 
Company, New York, 1917. 
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nuTseiy Bchool teacher paid cloee attention to see what attitudes and 
habits were being formed. In’ addition, the children had a medical 
inspection on coming to school, and if they stayed to lunch, their diet 
and eating habits were also carefully supervised. 

As will be seen, the nursery school program, resembled that of the 
revised and modernized kindergarten, only at a lower level of maturity. 
However, it would be a mistake to think that the nursery school was 
only a downward extension of the kindergarten. As a matter of fact, 
its much greater attention to physical and mental health definitely 
characterized the nursery school as an indigenous growth in the Ameri- 
can educational system. 

The nursery school at times has been confused with the day nursery. 
The antecedents of the day nursery were sociological rather than psy- 
chological and medical. Working conditions that drew the mother 
away from home gave rise to the need for some place where the mother 
might, so to speak, “check ” her child during working hours. This was 
the idea behind the French creche opened in Paris just before the 
middle of the last century. In the creche, or day nursery, the child’s 
physical needs were cared for during the mother’s absence but nothing 
was undertaken with educational ends in view. The English nursery 
school movement, too, commenced more as a self-protective soci^ 
measure or as a phase of public health. The psychological and educa- 
tional aspects of the movement were rather meager. 

But even where the psycholo^cal and educational aspects of the ’ 
nursery school were prominent, as in the United States, there was still 
a sociological problem involved in the relation of the nursery school to 
the family. Clearly, the nursery school was encroaching on the pre- 
school educational functions hitherto exercised by the home. The 
declared purpose of the movement, however, was not to supplant the 
home but rather to supplement it. Certainly, some supplement was 
necessary. The growth in technical knowledge of the preschool child 
had increased so rapidly since the First World War that few parents 
could keep abreast of it unaided. In this connection it is interesting to 
note that the Merrill-Palmer School at Detroit, in which a nursery 
school is very prominent, was founded with the avowed purpose of 
strengthening parental training. Another convenient supplement that 
the nursery school offered the home was an adequately equipped place 
where the prekindergarten child could play with others of his own age 
under skilled supervision. 

Like the kindergarten, the nursery school had to start as a private 
enterprise. In fact, in mid-twentieth century it was still largely in that 
phase. The anxieties that deterred the public adoption of the kinder- 
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garten arose again to hold back the public adoption of the nursery 
school. During the great depression of the 1930 ’b the Federal govern- 
ment supported nursery schools, but chiefly to relieve unemployment 
among teachers. Incidentally, it hoped that the service rendered the 
community would be so great that popular pressure would be brought 
to bear on states and municipalitieB to continue the service once 
Federal aid was withdrawn at the end of the depression. 

INNOVATtONS rN METBOns AND MATERIALS 

The criticism that found a target in the elementary school’s regi- 
mented system of grading and promoting children was not long in mak- 
ing a further target of its curriculum and methods of teaching. These, 
as already noticed, early submitted to the forces of uniformity that 
mechanised grading and promotion. What the long-term effect of 
this submission had become is worth describing. 

The average American elementary school at the turn of the century 
had a school term of considerably less than half a calendar year. 
Three-quarters of this time was spent on the formal subjects, which, on 
the whole, were taught in a very mechanical and frequently a discipli- 
nary manner. The ready-made list of spelling words and arithmetic 
problems often bore no vital relation to the needs of the society in 
which the child lived. If he was fortunate in his reader, his selections 
were chosen from the best in English literature. If not, he probably 
fed from selections off the intellectual scrap heap of the past. Well 
drilled in the selections of his reader, the student often found difficulty 
in reading at sight, as the school committee of Quincy found to its 
sorrow in its famous examination of 1873. Similarly able to recite 
rules of grammar, he was frequently unable to u.re them in writing his 
own compositions. Furthermore, in “penmanship” few children of 
that period ever learned to write an easily legible hand. And in history 
and geography the pupils’ knowledge was usually in the form of a 
skeleton outline from which some of the more important bones were 
missing. 

Startlingly enough, a quarter of a century later painfully simiip r 
conditions were described as obtaining in Middldown, the average 
town of the United States. “The school, like the factory,” ran the 
sociological description of this town, “is a thoroughly regimented 
world. Immovable seats in orderly rows fix the sphere of activity of 
each child. For all, from the timid six-year-old entering for the first 
time to the most assured high school senior, the general routine is much 
the same. Bells divide the day into periods. For the six-yeai^olds the 
periods are short (fifteen to twenty-five minutes) and varied; in some 
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they leave their Beats, play games, and act out make-believe stories, 
although in ‘recitation periods ’ all movement is prohibited. As they 
grow older the taboo upon physical activity becomes stricter, until by 
the third or fourth year practically all movement is forbidden except 
the marching from one set of seats to another between periods, a brief 
interval of prescribed exercise daily, and periods of manual training or 
home economics once or twice a week. There are 'study periods’ in 
which children learn ‘lessons’ from ‘textbooks’ prescribed by the state 
and ‘recitation periods’ in which they tell an adult teacher what the 
book has said; one hears children reciting the battles of the Civil War 
in one recitation period, the rivers of Africa in another, the ‘parts of 
speech’ in a third; the method is much the same.”‘ 

Paradoxically, in the very period when the great run of schools 
changed their procedures but little, more changes than ever before were 
being advocated. The first suggestions for change came from Europe, 
from which both Pestaloszian and Herbartian methods were intro- 
duced to leaven the American educational lump.‘ Though both 
methods had their heyday in this period, their vitality was soon spent 
and they succumbed to formalism. In fact, once formalized, they did 
not so much continue to protest against as to conform to the inertia and 
mechanism so characteristic of the graded elementary school of the 
times. This was particular!}' true of the teacher-centered Herbartian 
procedures. 

A more far-reaching and enduring reform of elementary school 
conditions was sponsored and tended by Colonel Francis W. Parker 
(1831-1902), who was called to Quincy, Massachusetts, to try to 
remedy the distressingly formal instruction revealed by the famous 
examination of 1873 already mentioned. Although he employed 
Pestalozzian and Herbartian procedures, Parker was much more 
influenced by Froebelian ones. To Parker the center of the educa- 
tional process was not objects of nature, as to Pestalozzi, or history 
and literature, as to Herbart, but the child himself. Believing whole- 
heartedly with Froebel* in the pedagogical principle of self-activity, 
Parker concentrated the work of the elementarj' school on self-expres- 
sion, especially in the forms of reading and writing. All other subjects 
like history and geography he taught incidentally to these two. 
Thus, history and geography were sources where one read for informa- 
tion, and writing was a means of expressing oneself. Other types of 

' Ltnd, R. S. and H. M. Ltnd, MiddleUnim, pp. 188-189, Harcourt, Brace and 
Company, New York, 1929. 

■ For an extended discusaion of these methods, see supra, pp. 212-217, 219-221. 

' For s fuller account of Froebel and his ideas, see supra, pp. 124-125, 221-224, 
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activily, which he developed at Quincy and especially later at the 
Ciook County Normal School in Illinois, involved drawing, clay model- 
ing, field trips, and the like. 

It was not long before Quincy parents were criticizing Parker for 
turning their elementary schools into natural-history museums and 
“mud-pie factories.” They also expressed grave doubts that the 
three R’s could be mastered where subjects were incidentally correlated 
to central processes of reading and writing. To settle the storm that 
was brewing, the Massachusetts State Board of Education conducted 
an examination of Quincy children in old-type subject matter. The 
results showed that Quincy children surpassed those trained in tradi- 
tional methods. Ultimately the fame of what came to be known as 
the “Quincy new departure” spread far and wide, and visitors from 
many parts of the country came to inspect it. 

Another and contemporary new dep>arture from conventional 
practice was the Workingmen's School launched by Felix Adler 
(1851-1933), founder of the ethical-culture movement. Into the 
curriculum of this school Adler introduced sloyd manual training and 
industrial processes. The idea behind this departure was not so much 
vocational as it was Froebelian. What better outlet for self-activity, 
thought Adler, than the opportunity for shaping objects to serve human 
ends. Hence, to learning through manipulating or playing with objects 
or gifts, as Pestalozzi and Froebsl had recommended, Adler added 
learning through the actual construction of objects in the workshop. 

THE ERA OF PROOREBBIVE EDUCATION 

Parker and Adler, however, were merely the early or distant rum- 
blings of the storm of protest that had been gathering over the schools, 
secondary as well as elementary. The storm broke in full force in the 
twentieth century. In the next two decades a great variety of indige- 
nously American new departures sprang up. Other forces in the social 
subsoil seemed to mute to make the crop large and successful. For one 
thing, the scientific study of educational psychology was putting forth 
some of its earliest and most vigorous shoots at this time.' For 
another, educational philosophy was beginning to respond to the 
indigenously American philosophy of pragmatism.* For yet another, 
art, music, and literature were seeking new media of expression at this 
time.* The spirit of protest and reform was abroad even in politics 

> For a more extended account of this development, see supra, pp. 148-164. 

' For a more extended acoount of this development, see supra, pp. 129-134. 

' See I. L. Eandd, The End of an Era, pp. 41-48, Teachers College, Columbia 
Uaivernty, New York, 1041. 
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and economioB as well as in the arts and education.^ This was the 
"progFessive era ’’ in American history when states were experimenting 
with social legislation such as the eight-hour day, with the popular 
recall of judges, and with the initiative and referendum. People 
seemed to have a renewed confidence that old abuses did not have to be 
endured and that by taking thought they could remold their institu- 
tions nearer to their hearts' desire.* The educational aspect of this 
period of protest and reform came to be known as the "progressive- 
education movement.”' 

The experimental elementary school directed by John Dewey at 
the University of Chicago after 1894 was one of the first and foremost 
examples of the new, or progressive, education.' Dewey thought it 
was an archaic practice for elementary schools to spend 75 to 80 per 
cent of their time on verbal studies. While such a proportion might 
have been propter before the invention of printing, in the twentieth 
century it amounted to forcing a middle- and uppter-class education 
on the mass of the population. In place of such an education Dewey 
substituted one centering in occupations. His occuptations, however, 
were not the symbolic ones of Froebel but the current social ones of the 
home and community with which the child was becoming increasingly 
familiar. Thus, Dewey’s school started with household occupations. 
From here foods and textiles were later traced to the source of their 
production. Still later, occupations were seen in their historical 
setting. Number work was done incidentally to occupations like 
carpjentry and cooking. Reading and writing began in the children's 

‘ For a more extended account of this development, see supra, pp. 46-47, B3-95. 

'C/. eighteenth-century rationalism, supra, pp. 85-37, 117-119. 

' For the use of the phrase "progressive education" prior to 1918, see R, R. 
Palm, “The Origins of I^gressive Education," Journal of Elementary Education, 
40: 442-449, February, 1940. In Europe the movement was better known as the 
"new education,” but this phrase, too, bad on ancient usage. The Greek drama- 
tist Aristophanes, for instance, entertained bis audiences by ridiculing the "new" 
education of the Sophists in comparison with the "old," or traditional education 
sanctioned by custom. Prior to the twentieth century the new, or progressive, 
education was chiefly a protest against the formal traditionaUsm of the day. It 
was not till the current century that progress became the basis of a positive, 
constructive theory of education. The best account of this twentieth-century 
movement is to be found in an unpublished doctoral dissertation at Yale University 
by R. H. Beck, Amertan Proyreetive Education 1876-1930, a digest of which appears 
in Curriculum Journal, 14: 115-118, March, 1943. 

' Mathew, K. C, and A. C. Edwabds, The Demy Sduxd, D. Appleton-Century 
Company, Inc., New York, 1936. See also J. Dewey, Sd^ and Society, 
University of Chicago IVeas, Chicago, 1900. For a more complete account of 
Dewey’s philosophy of education and his influence on method, see supra, pp. 129-132. 
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keeping of their own records. These and other activities were all 
conceived in a social context, for it was Dewey’s idea that education 
was the regulation of a process whereby the child came increasingly 
to share in the social consciousness. 

Other experimental schools followed in rapid succession, such as 
Marietta Johnson’s school at Fairhope, Alabama, in 1907, Caroline 
Pratt’s Play School in New York City in 1913, and Margaret Naum- 
berg’s Children’s School also in New York City in 1916. Marietta 
Johnson endeavored to set up an organic tyjje of education. The con- 
ventional conception of education for future ends or deferred values 
was abandoned in favor of one that concentrated on the growth 
of the child in the present. Assigned tasks and fixed requirements 
for promotion were shelved in favor of work that was suitable to the 
child’s present level of growth. In the Play School, later the City and 
Country School, materials of instruction were used freely instead of 
symbolically as with Froebel or didactically as with Maria Montessori. 
Children undertook “jobs” and were allowed much freedom in devising 
ways and means to accomplish them. Margaret Naumlierg’s Chil- 
dren’s School was dominated by psychological notions set in motion by 
Sigmund Freud (1856-1939), the founder of psychoanalysis.* She 
conceived the problem of weaning the child from his early egocentrism 
as a more complex emotional task than had been recognized hitherto. 
Conventional education, she thought, merely corrected symptoms of 
these deep emotional drives and therefore often resulted in unfortunate 
repressions. To bring the child’s unconscious or subconscious to the 
surface in a worthy form of expression she held one of the major 
functions of her school. To this end great freedom was permitted, 
especially in art work, which was viewed as one of the best channels by 
which to bring out the child’s inner life. 

As can be seen, the emphasis in each of these schools was quite 
diflFerent. The import of progressive education for the elementary 
school, therefore, was not one uniform policy but a potpourri of policies 
that were sometimes even conflicting. The critics of progressive 
elementary schools, however, were not so discriminating. The two 
characteristics of which they saw all progressive schools possessed and 
the two which they made the chief targets of their attacks against all 
such schools were the great freedom accorded the pupil and the great 
concessions made to pupil interest. Among the experimenters, 
Margaret Naumberg and her kind were particularly vulnerable to such 
attack. So highly did she regard the child’s inner life of feeling that 

‘ For a fuller account of Freud’s influence in educational psychology, see supra, 
pp. 15&~159. 
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she consideTed Dewey’s social theory of education an unwarranted 
subordination of individual to social interests. In order not to be 
identified with such extreme friends of freedom in the new education, 
Dewey found it necessary to distinguish his own position from theirs 
in the 1920’s and again in the 1930’b.* In spite' of his care, critics like 
the "essentialists” continued to attack all progressives alike. 

While the average American community was slow to modify its 
own practices in the light of the experience of experimental schools, as 
Middletown bears witness, the infiltration of new ideas was very rapid 
in the two decades between the First and the Second World War. By 
1937 a revisit to Middletown showed that it had gone “conservatively 
progressive ’’ in its elementary schools.* This is a good phrase in which 
to describe the cautious spirit in which educational advance was made. 
Sentimental regard for uninhibited freedom in education made little 
headway against forces of social solidarity that became increasingly 
strong as the date of America’s entry into the Second World War 
approached. On the other hand, such valuable contributions to 
elementary education as a regard for the “whole’’ child, attention to 
the attitudes learned as well as to the subject matter, the importance of 
emotions, great attention to individual differences, a greatly expanded 
and diversified curriculum, and a redirected emphasis on “activity" — 
all these seemed here to stay even in the more conventional schools. 

' See Dewey's Art and Education, The Barnes Foundation Press, Merion, Pa., 
1929, and Education and Experiener., The Macmillan Company, New York, 1938. 

’ Ltnu, R. 8., and H. M. Lynd, Atiddletown in Trantilion, p. 204, Harcourt, 
Brace and Company, New York, 1937. 



CHAPTER XIV 

SECONDARY EDUCATION 


Secondary education haa been one of the most prized of all formal 
types of education. It has enjoyed esteem because it has been the rung 
of the educational ladder that has led to opportunity and preferment. 
Because of this, educators and laymen have perennially bestowed 
much attention on the secondary school. What its aims should be, of 
what its curriculum should consist, and to what educational clientele 
it diould appeal have been questions that have grown more persistent 
with the years. 

Of these questions the most stratepc is doubtless the last. It can 
be raised more specifically in several ways. Shall secondary education 
be open to aU or to just the few; shall it be universal or selective; 
shall it be predicated on equality of opportunity or on social status? 
Patently, one’s decision on this pmnt will largely determine what he 
thinks the aims of secondary education ought to be. Shall secondary 
schools be primarily preoccupied with preparation of youth for college 
or with preparation for immediate social competence in life; should 
their primary function be preparatory or terminal? Decision on this 
point together with the decision on clientele further determines the 
questions of curriculum. Shall the same secondary school curriculum 
be provided for all, or should provision be made for differentiation; 
should the curriculum be prescribed or elective? Again, should the 
curriculum at this level emphasize general or vocational education? 
Incidentally, how long a period should secondary education cover; 
what are secondary education’s proper boundaries with elementary 
education below and higher education above? 

CLASSICAL ORIGIN OF THB GRAUUAB SCHOOL 

Pre-Christian Greek society was one of the first to feel the necessity 
of finding answers to the foregoing questions. The rapid rise of the 
Greeks to leadership in the economic and political life of the eastern 
Mediterranean made it imperative that they develop educational 
opportunities beyond the elementary level. So long as society was 
relatively simple and demanded only moral and physical education, 
elementary education was enough. The development of traits or 
virtues like courage, endurance, reverence, obedience, loyalty, and 
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temperance could be accomplished through training or habituati«m. 
The accumulation of economic leisure and the acquisition of political 
hegemony, however, made new demands. These conditioning social 
factors gave rise to considerable self-examination among the Greeks. 
They became very curious about their social conventions. In the 
course of time inquiry into these conventions or institutions led to 
innovation. At this point it became clear that an education which 
consisted of mere training or habituation would no longer suffice. 
Something more intellectual was now in order. 

To be able to participate in the public discussions of the day, 
whether of politics or philosophy — problems that were never far 
removed from each other in the Greek mind — ^required specialized 
education. Especially, it required skill in expressing oneself clearly 
and cogently. Hence, it was not long before schools sprang up that 
offered to give students a mastery of the linguistic techniques of 
grammar, logic, and rhetoric that were so indispensable to effective 
self-expression. Those fortunate enough to get such an education had 
by far the best chance for preferment and advancement whether 
declaiming in the courts, winning votes in the assembly, making a 
telling point in philosophical discussion, or taking a post on a diplo- 
matic embassy. 

Two sorts of secondary schools beyond the elementary grew up to 
prepare Grecian youth for these wider opportunities. In one of these, 
philosophical interests predominated; in the other, rhetorical ones. 
Both offered basic training in grammar. But the philosophic secondary 
schools offered the grammar as a prerequisite to training for partici- 
pation in subsequent logical and ethical discussions, while the rhetori- 
cal secondary schools required it as preparation for the very practical 
end of effective public oratory. 

The Romans, possessed of little educational ingenuity, took over 
both these secondary schools from the Greeks after their conquest. 
Prior to this event Roman pretenraons to literary education were 
slender indeed. But, as Suetonius remarked, how could it be other- 
wise at a time when Rome was so completely absorbed in the long 
series of wars to expand its imperial domain 7 When Rome emerged as 
a world power, however, secondary schools on the Greek models began 
to make an appearance to give the advanced training necessary for 
the rulers of empire. Yet in taking over these secondary schools the 
Romans did make some slight adaptations in them. With the 
Greeks the philosophical and rhetorical schools had been more or less 
coordinate; with the Romans the former school was somewhat sub- 
ordinated to the latter. At Rome the philosophical school took on the 
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more limited role of being a grammar school to which a boy went 
before attending the school of the rhetorician. The Romans, having 
little flair for pliilosopliicul speculation and having great genius for the 
management of public affairs, found this arrangement more suitable 
for the education of their civic ideal, the orator.^ 

It would be a mistake to think that so important a man of affairs 
as the orator had no more education than might be contained in the 
formal rules of grammar and some well-known tricks of rhetoric. As 
a matter of fact, orators like Cicero and teachers of rhetoric like 
Quintilian (35-100) all realized that the future rulers of empire 
needed in addition a wide background of general education. They 
needed, as the Roman historian Tacitus, remarked, "to be armed at 
all points with the whole panoply of knowledge."® They needed to 
know the liberal arts of the Greeks — the quadrioium, of arithmetic, 
geometry, astronomy, and music as well as the trivium of grammar, 
rhetoric, and logic. Especially did they need to be familiar with the 
style of the best authors of prose and poetry. This meant Greek as 
well as Roman authors and thus introduced bilingualism into educa- 
tion. But it was not enough to study the style of others; Roman 
youth had also to exercise themselves in compositions of their own. 
All this, in addition to accidence® and syntax, was the education that 
the gi'ammar school — the school of the grammalicm — ^gave the Roman 
youth in preparation for entry into the school of the rhetor. 

The vitality of the grammar school continued so long as oratory 
remained a vital instrument for affecting public policy. In the end, 
however, the transition from republic to empire concentrated political 
power in the hands of the emperor, who ruled without responsibility 
to the formerly august Roman Kenatc. Consequently, oratoiy became 
an occasion for flattery or entertainment instead of persuasion; its form 
was cultivated at the expense of its content. With this demotion in 
the importance of oratory came a corresponding decline in the grammar 
schools. So alarming was the decline, not only in significance but in 
numbers as well, that the emperor found it necessary to subsidize them 
for the first time. The subsidy, however, was only a temporary check 
to the process of decline. 

NARROWING OF THE GRAMMAR SCHOOL 

In spite of its decline the Roman grammar school survived into the 
medieval period. Its survival was at first somewhat doubtful, for the 

‘ For a further account of this mliicaUoiiBl aim, see mpra, p. 5. 

* Tacitvs, Works, vol. II, p. 430, Harper and Brothers, New York, 1889. 

‘“Accidence” was long the term used to denote a language’s inflection, its 
declensions and confugations. 
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grammar school had also to contend with the hostility of Christian 
leaders. To them the grammar school seemed the chief perpetuator of 
the pagan culture that had so staunchly resisted the spread of Chris- 
tianity. For a considerable time, therefore, the teaching of grammar 
and associated liberal arts was a cause for censare in Christian circles. 
Confronted with a choice between a liberal education and the salvation 
of his soul the Christian had no hesitancy in choosing. 

By the sixth century the long fmlure to cultivate letters had gone 
so far os to stir genuine anxiety over the imminent posdbility of an 
illiterate leadership. Fortunately, by this time the conflict between 
pagan and Christian culture had about reached a resolution. The 
grammar school managed to survive by virtue of reconstructing its aim. 
Instead of preparing primarily for the worldly ideals of a successful man 
of alTairs or of a loyal citizen of the state, it came now to put first the 
training of devoted and intelligent leaders of the church. In this 
reconstructed aim, even grammar, long out of favmr because of its 
association with pagan literature, was discovered to have uses in 
combating heresy by ensuring the right translation and understanding 
of Holy Writ. Suhscquently and secondarily, as leaders regained 
confidence in this school, it was able to resume the function of preparing 
for such public and private offices as required command of the written 
culture. 

It wa.s most opportune for secondary education that, as the Roman 
state in its progressive debilitation afforded less and less stimulus for 
the gi-ammar school, the expanding requirements of the Catholic 
Cluirch came more and more to demand education at this level. 
Froiniiicnt in responding to this demand were the monastic and cathe- 
dral schools. The former were under the auspices of the medieval mon- 
asteries, and the latter were under the sponsorship of the bishop and in 
conjunction with his cathedral. Although intended chiefly for those 
planning to carry on the work of the church, these schools sometimes 
opened their dooi-s to youth bent on secular careers. Collegiate 
schools of the period were much like the cathedral schools except that 
they were conducted under the sponsorship of secular canons. Yet 
another agency of secondary education was the chantry. Chantries 
were endowments left by testators to engage a priest to sing masses 
for the repose of the testator’s soul. When not so engaged, these 
priests were frequently assigned teaching duties by their superiors. 
But not all medieval secondary education had ecclesiastical connec- 
tions. In addition to the foregoing schools there were also guild and 
burgher, or municipal, schools, whose very names indicate their 
secular origin and nature. 

The curricula of these medieval secondary schools gave a large place 
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to a new religious and moral literature that had grown up to supplant 
the obnoxious pagan literature but that nonetheless was somewhat 
modeled on its style. An especially popular book of this sort was 
Cato’s Disticha de morUms. In some places an effort was made to 
keep the liberal tradition alive, but not too successfully, for only digests 
of the liberal arts like CapeUa’s Marriage of Philology and Mercury 
were at hand. Furthermore, in the famous trivium of grammar, 
rhetoric, and logic the medieval secondary school emphasized grammar. 
Unlike its Roman prototype, the medieval study of grammar was 
almost exclusively concerned with the study of accidence and syntax. 
Since the times no longer demanded skill in oratory, rhetoric was 
studied only as a set of rules governing the writing of letters and official 
documents. In the guadrivium, only arithmetic received any general 
notice. Yet, limited and one-sided as was this curriculum of the medi- 
eval secondary school, it was well suited to the needs of the times, 
which principally demanded a mastery of Latin as preparation for 
careers in church and state. 

THE HUMANISTIC SECONDARY BOHOOI. 

The decadence of medieval secondary schools set in with the rise of 
the forces that produced the brilliant creative period of the Renais- 
sance. On the political side these new forces were marked by much 
greater stability of legal institutions. On the economic side the revival 
of commerce and trade greatly improved the standard of living, espe- 
cially for the rising middle class. The prosperity, peace, and security 
attendant on these new forces had a profound effect in changing 
people’s outlook upon their times. This change was most notable in 
shifting the focus of their attention from the world to come to the 
world in being. In the preceding medieval period men had been 
preoccupied with the salvation of their souls in the hereafter. They 
now became equally absorbed in the exploration of every fact and 
potentiality concerning mATi in the here and now. 

How to get more enjoyment and meaning out of life — that was the 
pressing question. Obviously, the funded experience of the medieval 
period to be found in the literature of that day was entirely inade- 
quate to gratify the gropings of the Renaissance. Ultimately, the full 
measure of these longings was not satisfied till the rediscovery and 
revival of the writings of the greatest Greek and Roman authors, 
especially the Roman. But in their humane and beUes-lettres the 
people of the Renaissance did find a critique of life and an estimate 
by which they could satisfyingly judge their own times. 

The almost unbounded enthusiasm that the cultivated leaders of 
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ReoaieBance sooiety felt for the literary lemainR of classical civilization 
was not shared by any of the educational institutionB inherited from the 
medieval period. To be sure, the medieval university* taught the 
liberal arts, but only for the practical preparation they afforded for 
such professional studies as law and theology. So, too, the nutin 
object of the various medieval secondary schools was to teach Latin — 
but again, only enough of the language to meet the practical needs of 
the clergy, civil officers, and rising middle class of businessmen. In 
the institutions of neither higher nor secondary education of the time 
was there any interest in classical literatures considered from the hu- 
mane or Humanistic point of view. 

Because the portals of the older and established institutions of 
learning remained closed to the new intellectual interests of the 
Renaissance, the times cried out for a new type of school in which 
youth might study the Latin and Greek tongues and through them the 
wonderful culture of antiquity. A number of such schools soon sprang 
up, known as "Humanistic schools" because their curriculum was 
centered in a study of man in aU his humanity. Their main aim was 
individual development and personal accomplishment through learn- 
ing to speak and write Latin elegantly. As they took their literary 
models from the best Roman literature, so they took their education^ 
ideals from the greatest of Ronuin schoolmasters, Quintilian, and his 
Institutes of Oratory. The Humanistic secondary school of the Renais- 
sance, therefore, was much more the lineal descendant of the old 
Roman graimnar school than of the Latin schools of the monasteries, 
cathedrals, guilds, and the like. It was this Humanistic school which, 
when the Renaissance spread beyond Italy, became the colUge and the 
lyde in France, the Gymnasium in Germany, and the Latin grammar 
school in England and America. It is important to bear this genealogy 
in mind, for some of the most persistent problems of American second- 
ary education in the twentieth century stem from this ancient lineage. 

Boys entered the Humanistic secondary schools of the Renaissance 
at a very early age, at least os early as seven. The Dutch scholar 
Erasmus (1466-1536) thought formal education should commence 
even earlier, and the English educational writer Elyot (1490-1546) 
agreed with him. The Roman boy learned Latin as his mother tongue, 
but the English boy had to learn Latin as a second tongue before he 
could study what the Roman boy did. Therefore Elyot thought the 
education of the English boy would have to commence earlier if his 
subsequent achievement was to be comparable with the Roman boy’s. 
It is noteworthy that students sometimes remained in the Humanistic 
secondary school till as late as their twenty-first year. This age span 
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is eloquent of the relation that this secondary school bore to the univer- 
sity on the one hand and to the struggling vernacular, or elemen- 
tary school on the other. Having an age range of anywhere from 
seven to twenty-one, the Humanistic secondary school obviously 
overlapped and to a degree parallelled both its neighboring educational 
institutions. 

In this situation lay a legacy that reached far into the future in 
influence. The difference between elementary and secondary educa- 
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Early nineteenth-century view of one of England’s Great Public Schools. Note the 
large main schoolroom with several recitations going forward simultaneously. 


tion at this time was one not of age but of language. The elementary 
school taught the vernacular; the secondary school taught Latin. 
This difference in curriculum was really indicative of an even deeper 
social cleavage between the two schools. Not everyone needed Latin, 
not even the narrowly practical sort taught in the medieval secondary 
schools. And the number who bad the economic means to study Latin 
for the sheer aesthetic enjoyment it nught afford was limited indeed. 
Hence, the Humanistic secondary school was from the first an upper- 
class school. And so it remained in spite of the fact that frequently a 
certain number of capable poor boys were admitted free.^ 

‘ For more detail on who were "poor” boys and to what extent schools were 
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The curriculum of the Humanistic secondary school of the Renais- 
eance was preponderantly taken up with the study of Latin and Latin 
authors. Greek was usually introduced only in the upper forms, or 
grades, of the school. The early years were engaged with accidence 
and syntax, but as quickly as possible these tools were employed in 
the reading of classical authors. In their widest scope these authors 
were read for informational and moral ends as well as aesthetic ones. 
Thus, they were relied upon for knowledge of science, history, and 
geography as well as for patterns of style, taste, and form. The 
schoolmaster’s chief embarrassment arose from selecting the best 
authors where so many were of classic quality. Among Latin authors 
Terence, Vergil, and Cicero, and among Greek authors, Homer and 
Demosthenes, seem to have been most favored. This almost exclusive 
reliance on the literatures of Greece and Rome for a fuller knowledge 
of the nature of man and his potentialities led in the course of time 
to the designation of these two languages in the curriculum as the 
“humanities.” 

A number of the Humanistic secondary schools of the Renaissance 
and post-Renaiasance periods became famous enough to deserve 
separate mention here. First to achieve eminence was the Casa 
Giocosa of Vittorino da Feltrc (1378-1446) at Mantua in Italy. The 
Humanistic secondary schools of the Hieronymians, or Brothers of the 
Common Life, must also be mentioned, for it was there that so much 
was done to lay the foundation for the modern organization of second- 
ary education. It was they who introduced the classification of 
pupils into six to eight forms, or grades, ^vith a graded course of study, 
a pattern that is still visible in secondary schools of the twentieth 
century. The great scholar Erasmus was a product of these schools, 
as was also Johann Sturm (1507-1589), who, through patterning his 
famed secondary school at Strasburg after their model, spread their 
influence far and wide over Europe.^ Another teaching order to 
achieve lasting distinction in the field of secondary education was the 
Jesuits. Drawing on the experience of all the foregoing they incorpo- 
rated their own experience into a RcUio Studiorum, first published in 
1599, which long stood for the best in Humanistic education.^ 


“tree,” see I. L. Kandel, Hiitory of Secondary Ediuxition, pp. 78-79, Houghton 
Mifflin Company, Boston, 1930. 

‘ For the graded arrangement of hia eurriculum and that of Platte, and Mel- 
anohthon as well, see P. Mpnroe, Thomae Platter and the Educational Renaiseance, 
p. 69, D. Appleton-Century Company, Inc., New York, 1904. 

* Fttzpatbick, E. A., Ignaliue Loyola and the Ratio Sludiorum, McGraw-Hill 
Book Company, Inc., New York, 1933. 
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It remainB to note that the Humanistic secondary school north of 
the Alps took on a somewhat different character from that located in 
Italy. North of the Alps, particularly in Germany, the revival of 
learning was less aesthetic and more critical. The Humanistic interest 
in man had a stronger moral flavor. Study of the humanities, there- 
fore, was used to promote moral reform. In pleading to the German 
mayors and aldermen for the establishment of Humanistic secondary 
schools, Martin Luther (1483-1546), the leader of the Reformation side 
of the Renaissance in Germany, rested his argument on both moral and 
aesthetic grounds. His major argument for the study of Latin and 
Greek was that they were indispensable as a protection against inaccu- 
racies of translation and interpretation of the Holy Scriptures. But 
in a subsidiary argument he pointed out that the study of foreign 
tongues might add the same spice to the life of the mind as foreign 
spices added to more material tastes.' 

Luther’s main argument was also prominent in the minds of the 
Massachusetts colonists when they made their first provision for 
secondary education. Their reason for enacting the oft-cited act of 
1647 was their announced anxiety that it was “ one cheife proiect of ye 
ould deluder, Satan, to keepe men from the knowledge of ye Scriptures, 
as in formr times by keeping ym in an unknowns tongue, so in these 
lattr times by perswading from ye use of tongues, yt so at least ye true 
sence & meaning of ye originall might be clouded by false glosses of 
saint seeming deceivers.”' In fact, so much was this the motivation 
of Humanistic education in Protestant countries that secondary 
education there was largely designed for youth preparing for college 
and the ministry. This domination of Humanistic education by 
vocational ends long remained to confuse the tradition of liberal 
education in American secondary schools and colleges. 

As long as the secondary schools of the Renaissance and Reforma- 
mation periods studied the humanities, later called the "classics,” in 
order to enter into a richer appreciation of goodness and beauty, they 
prospered mightily. But when these schools began to find their 
principal model of beauty in one author, Cicero, they began to show 
fflgns of formalism and decline. Furthermore, when they began to 

‘ Luther also looked to the secondary school to provide leaders, which had long 
been the role of secondary education. In fact, he favored that all children attend 
school for at least an hour a day but that “the brightest pupils, who give promise 
of becoming accomplished teachers, preachers, and workers, should be kept longer 
at school, or set apart wholly for study.” Painter, F. V. N., LuiAer on EdueaUon, 
p. 200, Lutheran Publication Society, Philadelphia, 1889. 

' CvBBEBLEY, E. P., Reodingt in the Education, p. 299, Houghton 

Mifflin Company, Boston, 1034. 
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content themselves with the mere command of the Latin and Greek 
tongues or even with just a command of the grammar, their sun was 
beginning to set. As long as grammar held to its Roman connotation 
of including the liberal arts, the Latin grammar school of England and 
America had vitality. But when this school undertook little more 
than a narrow study of the word forms and constructions of grammar, 
its sun was already well below the horizon. 

It should occasion no surprise that formalism and decay overtook 
the Humanistic secondary school. After all, to inspire the sons of the 
nobility, of country squires, merchants, and professional men with a 
love for culture on its own account required higher gifts of teaching 
than were possessed by the average teacher of the fifteenth to seven- 
teenth or eighteenth centuries. Furthermore, correspondingly few 
students of these times had the intellectual or emotional make-up to 
be afiected by any but the very best in instruction. Consequently, 
the exalted aim of truly appreciating the riches of classical culture 
was achieved by only the more gifted pupils. For the rest the 
Hunuinistic school became little better than a dreary and exacting drill. 

At that, there were those who managed to make a virtue of the 
results of decadence. They were teachers and laymen who favored the 
Latin grammar school, not for its content, but for the mental discipline 
that dreary and exacting drill afforded.* Not what one learned, but 
how one learned was the critical question with this group. From the 
seventeenth to the nineteenth centuries there were yet others who, 
though they had little or no regard for the formalized Humanistic 
curriculum, nevertheless laid great social store on having the imprint 
of this stereotyped curriculum stamped upon a boy. Relatively few 
families could afford this sort of education for their boys; therefore, 
worthless as they thought it was in content, they valued its rarity as a 
badge of class distinction. 

DEMANDS FOR THE REFORM OF SECONDARY EDUCATION 

The Humanistic secondarj'' school also owed its decline to its failure 
to keep its curriculum abreast of the changing climate of opinion in the 
seventeenth and eighteenth centuries. The demand for curriculum 
change came principally from two quarters. First, it came from the 
changing circumstances of the upper classes. As strong centralized 
monarchies arose at the expense of the feudal nobility, this nobility 
more and more began to find its significance, not in its own local 
castles, but at the court of the king. There they constituted not only 

‘ For a discuBsion of the educational psychology contemporary to this ideal of 
secondary education, see supra, pp. 139-141. 
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the courtly society of the time but also the chief civil servants of the 
state. Thus the state came to be served by lay rather than by clerical 
personnel, as had frequently been the custom in earlier times. Obvi- 
ously, neither the current Humanistic education of the clergy nor the 
former chivalric education of the nobility was adequate for the noble- 
man in his new role as courtier. The young man who planned a career 
as a soldier, statesman, man of affmrs, and galant homme all in one had 
need of a quite new sort of training. 

The demand for curriculum change also followed from the rise of 
science to new heights of importance. These were the centuries, it will 
be remembered, when such men as Copernicus in astronomy, Harvey in 
medicine, and Descartes in mathematics were making vast additions to 
human knowledge. Presumably, Humanism as the study of whatever 
concerns man should have included these new scientific interests. But 
all too often it did not. The Humanists thought scientific interests 
were naturalistic and therefore materialistic. The distinctive thing 
about man, the essence of his humanity they thought, was just the 
opposite. According to the Humanists, man’s essential spiritual or 
intellectual quality was nonmateiialistic.‘ Hence Humanism and 
naturalism. Humanism and science, humane letters, or belles-lettres, 
and science, soon developed an antagonism toward each other. As the 
medieval university had closed the doors of its curriculum to the 
Humanism of the Renaissance, so now the Humanistic secondary 
school of the Renaissance refused to open its portals to the repeated 
knocking of science for admission to the curriculum. 

The controversy between Humanism and naturalism was part of a 
wider controversy that raged during these centuries between the 
"ancients ” and the “moderns.” The issue between these two groups, 
as their names suggest, was whether the best standards in art, litera- 
ture, philosophy, and the like, were to be found in the cultural remains 
of Greece and Rome or whether Europe by the seventeenth and 
eighteenth centuries had developed a culture of its own that equaled or 
even surpassed them. Thus it was that the poetry and prose of the 
new vernacular literatures was pitted against the poetry and prose of 
the classical tongues. Renaissance painting and sculpture against the 
art of the ancients, modern science against the science and philosophy 
of Aristotle. 

The obdurate refusal of the Humanistic secondary school to accom- 
modate itself to these new demands of the times clearly indicated the 
need for some new form of secondary school. Nor was it long before 

' For a fuller account of the psycholoQr of education underlying this view, see 
supra, pp. 136-137. 
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a variety of new forms began to make their appearance. In Germany 
two new sorts of secondary schools came forward, one the Ritteraka- 
demie and the other the Realschule. The former minist^d chiefly 
to the ideal of the courtier, while the latter catered more to the scientific 
interest. In France these new interests found outlet in the secondary 
schools of the Oratorians and Port-royalists. And in England dis- 
content was early expressed by upper-class fathers engaging private 
tutors for their sons rather than sending them to the conventional 
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Humanistic school. It was this sort of father to whom John Locke 
(1632-1704) addressed himself in Some ThmglUs Concerning Education. 
The schools that chiefly represented this sort of protest in England 
were the academies set up by dissenters from the Church of England 
when they were excluded from contemporary Humanistic schools 
because of their Nonconformity.* The curriculum of this sort of 
school received its boldest statement in the famous Tractate of Educa- 
tion by John Milton (1608-1674), the great nonconformist poet. 

Each of these movements for the reform of secondary education 
struck out in a somewhat different direction. Yet, in spite of this 
diversity, some general trends were fairly w.ell defined. Latin con- 

* Fabxxb, L, Distenting Academies in England, Cambridge University Press, 
London, 1914- 
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tinued to be taught, but only bo much as might be necessary to put one 
at ease in polite conversation. Modem languages, including the stu- 
dent’s own vernacular, made their debut. Science was studied, not 
only in its abstract findings, but also at the RealschtUe in the “machines 
of daily use.” Closely allied were courses in mathematics and military 
sdenoe. In addition, history and geography found important places 
in the new curriculum. On the physical side these new schools 
included dancing, fencing, riding, and swimming. Yet, broader and 
more attractive as this sort of curriculum seemed to be, it made sur- 
prisingly slow headway against the traditional European secondary 
school curriculum, where the humanities remained entrenched for a 
long time to come. 

THE LATIN ORAMUAB SCHOOL IN AMERICA 

The settlers of the various American colonies, much as they may 
have intended to make more or less a fresh start in religion, politics, or 
earning a living on American shores, apparently had no intention of 
makinga new start in their provision for secondary education. Instead 
of planting new seed, the colonists transplanted a full-grown European 
Humanistic secondary school to the New World. Since, naturally, 
they tried to disturb the roots as little as possible in transplanting, it 
will be well to indicate precisely what these roots were. 

Most colonial secondary schools took their pattern from the English 
Latin grammar school. Because the founders of these schools at 
Boston and elsewhere had generally settled on the Atlantic seaboard in 
search of religious freedom, their secondary schools tended to follow 
the Reformation pattern of Humanistic education north of the Alps 
rather than the Renaissance pattern to the south. Lads were sent 
to the Latin grammar school, therefore, not so much to cultivate an 
aesthetic enjoyment of the humanities as to prepare themselves for the 
colonial college and thence for service in church and state. The main 
baggage of the curriculum was, of course, Humanistic rather than 
naturalistic, classical rather than scientific. Intended to be socially 
useful, frequently Latin and Greek became so narrowly grammatical 
that the chief advantage claimed for them was their formal discipline 
of the mind. 

Boys entered the colonial Latin school as early as seven or eight 
years of age. Preferably they entered after they had learned to read, 
but there were not a few cases where the Latin school had to teach 
beginning reading as well. Perhaps this arrangement was necessary 
because there was no dame school in the neighborhood. More often. 
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probably^ it was a deliberate preference because at its inception in the 
colonies the Liatin grammar school paralleled rather than followed the 
dame and common schools. These schools bore this relation to each 
other because in colonial times the difference between them was, as in 
Europe, one of advancement not in one’s education but in one’s eco- 
nomic class and social expectations. If a boy could afford to have 
expectations, he took his first formal instruction, not in a dame or 
common school, but in a Latin grammar school. 

The Latin grammar school remained the typical colonial secondary 
school during the seventeenth and eighteenth centuries. But its roots 
never penetrated deeply into the social subsoil of the Atlantic seaboard. 
They grew lustily here and there, but elsewhere only under forced 
cultivation. Massachusetts, for example, found it necessary to pass a 
statute requiring towns of a certain sice to maintain Latin grammar 
schools. The penalty of a fine was attached for noncompliance, but 
many towns preferred to pay the fine rather than be put to the expense 
and bother of establishing such schools. Even where Latin grammar 
schools were established, there was doubt about their value. Very 
early in the eighteenth century a memorial of the selectmen of Boston 
complained that “many hundreds of boys in this town, who by their 
parents were never designed for a more liberal education, have spent 
two, three, four years or more of their more early days at the Latin 
school, which have proved of very little or no benefit as to their 
after accomplishment. ’’^ 

Apparently, the school served the needs of too small a percentage of 
the population. Besides, the population from which the secondary 
school clientele was drawn was not geographically concentrated in the 
town but tended to scatter widely. In time, this decentralization 
of population led to the subdivision of the town into school districts, no 
one of which was large enough to support a Latin grammar school and 
each one of which was .so far removed from the center of town as not to 
care to support a secondary school there. In the South, support for 
the Latin grammar school was further weakened by the practice of the 
more well-to-do families sending their sons back to England for their 
education. 


THE AMERICAN ACADEMT 

In the eighteenth century, changing social conditions and the 
inability or unwillingness of the Latin grammar school to adjust to 

* Quoted in W. H. Small, Early Nev England Schools, p. 356, Ginn and Ck>m- 
pany, Boston, 1614. 
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them called forth a new and competing form of colonial secondary 
education, the academy. Secular inteiests began to crowd religion out 
of the dominant position in peoples’ minds. A marked increase in 
religious tolerance permitted greater prominence for the problems of 
reducing the hinterland and of promoting commerce on the high seas. 
Furthermore, new political ideas were stirring. Unsatisfactory 
relations with England and the reading of pre-Revolutionary writings 
in France was shifting the focus of men’s attention. In the eighteenth 
century particularly, American colonists began to take a keen interest 
in the scientific movement, which in the preceding century had already 
gained a considerable momentum in Europe. 

The Latin grammar school, serving the religious needs of the Refor- 
mation, had little or nothing in its curriculum that prepared a young 
man for taking his part in these new movements. Various efforts to 
remedy this deficiency came to a head in the movement from the mid- 
dle of the eighteenth century onward to found academies. Whether 
this movement was an American counterpart of the English one that 
led to the founding of the nonconformist, or dissenting, academies is 
not historically clear. At any rate the circumstances out of which 
both grew were remarkably similar. 

Benjamin Franklin (1706-1790), scientist as well as statesman and 
philanthropist, proposed the first American academy, but it did not 
take secure hold on his fellow Pennsylvanians in the form he hoped. 
Furthermore, soon after its actual founding it was raised to the level of 
a college. Later in the eighteenth century the intellectual climate of 
Massachusetts proved more congenial to the academy idea than that 
of Pennsylvania. Chief, though not first, of the Massachusetts 
academies was that founded at Andover during the Revolution. The 
charter of Andover declared its intention to offer boys the conventional 
secondary school studies “but more especially to learn them the great 
end and real business of living.”* 

This last declaration of intent was something new in American 
secondary education. It forecast a curriculum that would be ter- 
minal, in addition to the conventional college-preparatory one. Thus, 
at Andover in addition to Greek and Latin grammar it was planned to 
include English grammar together with practical geometry, logic, 
geography, and “such other liberal arts and sciences or languages, as 
opportunity and ability may hereafter admit.’ 

The curriculum that Franklin originaUy proposed for his academy 

^ Quoted in E. E. Brown, The Making of Our Middle Sehodle, p. 195, Longmans, 
Green and Company, New York, 1003. 
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was even more radically utilitarian in character.' Could he have had 
his way he would have dispensed with the ancient classics altogether 
and would have used English models for reading, declamation, and 
forming one’s prose style. Even more practically he proposed the 
inclusion of arithmetic, accounting, geometry, and astronomy. 
Obviously, these were basic for boys expecting to become mariners, 
surveyors, or merchants, three of the most important occupations of 
the day. In addition, Franklin did not forget natural science, geog- 
raphy, morality, and history. He dwelt particularly on the social uses 
to which a study of history might be put. Franklin’s views, however, 
were too radical for his times. To get supporters, he had to make 
concessions to what he called the “ornamental” studies, the classics. 
In the end, therefore, it was the Andover program that prevailed as 
the model for the academy movement. 

The steady and then later rapid growth in both the number of 
academies and the number of courses they offered is proof of the fact 
that the academy met a very urgent need in American life. The 
range of people’s curiosity, as measured by the academy curriculum, 
seemed almost unlimited. Instruction was offered in subjects all the 
way from Greek to modem languages, from Biblical antiquities to 
United States history, from mercantile law to principles of teaching, 
from “penmanship” to painting, from natural philosophy to chemis- 
try, and from arithmetic to trigonometry. No doubt many of these 
courses were short and superficial. But it must be remembered that 
this was a period of mechanical invention and social innovation. 
There was a great optimism about the perfectibility of man and his 
ability to control his own destiny. Great willingness was manifested 
to try the new, especially in a curriculum that offered training in 
whatever seemed useful in prying open the doors of opportunity. 

The pace of the academy’s growth during its first half century was 
moderate but steady. Then in the second quarter of the nineteenth 
century it mounted by great strides to the apex of its popularity. 
In part, this rapid growth was due to the fact that, while most acad- 
emies were founded under private auspices. New York lent public 
support to the movement.* In part, it was also due to the founding 
of academies for girls. In view of the age-long prejudice against the 
education of women beyond the three R’s, perhaps nothing in the 
academy movement so attested the period's optimism and confidence 

* Woody, T., Educational Views of Benjamin Franklin, pp. 158-179, McGraw- 
Hill Book Company, Inc., New York, 1931. 

* Milueb, G. F., The Academy System of New York, J. B. Lyon Co., Albany, 
1922. 
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in human capacities or yielded such rich dividends as did the coura- 
geous provision for the secondary education of girls. 

Improvement though it was on the Latin grammar school, the 
academy still was not a whoUy adequate expression of indigenous 
American conditions. Contrasted with the definitely indigenous 
American high school that followed it, the academy was really just a 
transitional institution. It mediated between the period of depending 
on Old World traditions of secondary education and the time when 
people could see more clearly the unique form of secondary education 
the New World demanded. It may be put down to the credit of the 
academy, therefore, that it inaugurated a new ideal of secondary 
education that was terminal and not college preparatory in character, 
that it greatly expanded the secondary school curriculum, that it 
enlarged the secondary school clientele to include girls as well as 
boys, and that, in states like New York, it went far toward popularizing 
the notion of public secondary education. 

Yet, though the academy did popularize secondary education more 
than did the Latin grammar school, it fell short of making secondary 
education thoroughly democratic. The expansion of the curriculum 
and the admission of girls were both in the direction of democracy. 
But, except for a state like New York, its support w'as generally 
private and not public, as democracy would demand. Even where 
publicly subsidized, the academy catered to a select clientele. Con- 
sequently, there was a protest against taxing the many for the benefit 
of the few — an argument to be aimed shortly at the high school itself. 
Furthermoi-e, the academy was not built directly on top of the conunon 
school as its logical extension. On the contrary', like the Latin gram- 
mar school, its lower grades paralleled those of the common school. 
Like its predecessor, the academy allowed boys to enter at seven years 
of age; even though later the entrance age was raised to twelve, it 
still was in competition with the common or elementary school 
grades. 

The decline of the academy was coincident with the rise of the high 
school, which not only copied the democratic features of the academy 
but also managed to democratize secondary education at the points 
where the academy had failed to do so. In the last quarter of the 
nineteenth century, normal schools and state colleges also multiplied 
rapidly and took over many of the functions of preparing individuals 
for active life that had been such a distinctive feature of the rise of 
academies. In consequence, the other side of the academy program, 
the classical and college-preparatory sides, came strongly to the fore in 
the academies that remained. And it was this feature that continued 
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to distinguish private schools and academies right down to the middle 
of the twentieth century. 

RISE OF THE HIGH SCHOOL 

It is interesting that the high school made its first appearance in 
American education, not after the academy had passed the peak of its 
popularity, but at the opening of the academy’s quarter century of 
greatest growth. The budding of the high school, therefore, did not 
grow out of disappointment in what the academy was trying to do, 
as the academy had grown out of the shortcomings of the Latin 
grammar school. On the contrary, the originators of the high school 
were so attracted by the program of the academy that they wished to 
duplicate its opportunities, but to duplicate them with two notable 
additions. This is clearly evident in the deliberations of the Boston 
School Committee, where the high school idea was hatched. The 
committee was convened by public pressure to consider the advisability 
of setting up a school that should “furnish the young men who are not 
intended for a coUegiate course of studies, and who have enjoyed the 
usual advantages of the public schools, with the means of completing a 
good English education, and of fitting themselves for all the depart- 
ments of commercial life.’’* The two notable additions appearing in 
this statement concern providing the academy’s distinctive curriculum 
of preparing for life rather than college (1) at public expense and (2) as 
the normal upward extension and completion of common school 
education. 

After thorough consideration of the issue the committee recom- 
mended that just such a new school be set up. Further, the committee 
was of the opinion that the school could be established and maintained 
without materially augmenting the public tax burden. As it looked at 
the seven years ordinarily spent in the grammar grades of the common 
school, it was convinced that an economy of two years was possible 
without any loss of essential subject matter. The two years saved it 
proposed should become the first two of a new three-year school that 
would follow directly on the common school and that would provide 
the necessary foundation fur successful careers in both mercantile and 
mechanical pursuits. Such a proposal, it thought, would not only 
perfect the public school system but would also prove a boon to parents 
who were at double expense to pay school taxes and also tuition to 
send their sons to private academies out of town where the adv^anced 
education could be had. 

‘ Quoted in E. D. Grizzell, Origin and Devdapmmt of the High School in New 
England before 1885, p. 42, The Macmillan Company, New York, 1923. 
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The school that resulted from the school committee’s deliberations 
opened its doors to the Boston public in 1821 under the name of the 
English Classical School. Almost at once, however, it became known 
as the English High School and subsequently, of course, as just the 
“high school.” If not the first institution to bear the name “high 
school,” since one or two Lancasterian' “high schools” are matters of 
earlier record, the Boston school at least was the first public high 
school. At that, while it was the first public high school in fact, it 
was not the first such school for which statutory provision was made. 
In the Inst two years of the eighteenth century, Connecticut passed a 
law that permitted the erection at public expense of schools of a 
“higher order,” which were to offer English as well as Latin branches 
and to which pupils were to be admitted only on completion of a 
common school education. Only the fact that this law remained a 
dead letter on the statute books prevented Connecticut from receiving 
credit for having pioneered the high school movement. 

The first high school was an immediate success. Within six years 
after its founding the state of Massachusetts took noti(!e of Boston’s 
achievement by passing the first effective general legislation under 
which other high schools could be set up within the state. Surround- 
ing New England states, particularly Clonnecticut, tried the new 
institution, and Pennsylvania and Oluo had high schools even l>efore 
Connecticut. The high school idea proved especially congenial to the 
frontier states. Free land on the frontier mauc the people there too 
equalitarian to look with favor on a dual or parallel system of schools 
where elementaiy and secondary education were distinguished from 
each other on the basis of a child's social expectation. These people, 
like democracy-loving people everywhere, took the high school to 
their bosoms because it provided, for secondary education that was the 
continuous extension of the elementary school in what has become 
famous as the American single, or unitary, educational ladder. They 
liked it, furthermore, because it was open to the children of all the 
inhabitants at public expense and because it provided a curriculum 
predicated on the interests of the masses. 

Yet, strangely enough, it was in the Middle West where the legality 
of the high school was most seriously questioned. In Kalamazoo, 
Michigan, objection was made to paying taxes for the support of a 
high school on the ground that it was not properly a part of the system 
■of common schools recognized by law. The term “common school,” 
it was claimed, historically applied only to schools of elementary grade. 
Moreover, education beyond the rudiments of the common school 

* For a fuller account of Lancasterian schools, sec supra, pp. 217-219. 
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was a luxury of the few that should be paid for privately. The court, 
speaking through one of Michigan’s greatest judges, Judge Cooley, 
took an opposite view. It held that the state had ample power to 
provide an intermediate school between the common school and the 
state university. Indeed, it expressed surprise that any one should 
question the right of the state “to furnish a liberal education to the 
youth of the state in schools brought within the reach of all classes.”* 

The “Kalamazoo case,” as it came to be called, had a wide effect in 
reassuring communities that hitherto had hesitated for legal reasons to 
set up high schools of their own. In fact, between 1870 and 1890 — the 
Kalamazoo case was decided in 1874 — the number of high schools 
increased fivefold. In 1890 the number of high schools was just over 
2,500, with an enrollment of just above 200,000. Twenty years later, 
there were well over 10,000 high schools, with a pupil enrollment of 
more than 900,000. In the next two decades the number of high 
schools jumped to just under 2-1,000, while the number attending high 
school more than quadrupled. Between 1900 and about 1940, the 
high school enrollment increased, 1,200 per cent while the high school 
population itself rose only 00 per cent. Such growth was nothing 
short of phenomenal. 

This phenomenal groAvth of the high school rode through the nine- 
teenth and tw'entieth centuries on the crest of a great wave of acceler- 
ated social change. Basically, there was a vast upw'ard trend of the 
American standard of living. This tremendous improvement in the 
economic lot of all classes grew^ chiefly out of the rapid exploitation 
of our prodigious natural resources after the Civil War. Before the 
war. Congress thought it would take centuries to dispose of the public 
domain at the contemporary rate of settlement. Only a mere quarter 
century after the war the jjublic domain w'as gone and the frontier 
ofiicially closed. Rapid industrialization after the Civil War enor- 
mously increased national wealth. The standard of livdng mounted 
to a point where the fiscal problem of financing so stupendous an 
undertaking as secondary education at public expense was Jiiade to 
appear no problem at all. 

Other sociological factors were also working in the direction of 
expanding the demand for high school education. The open class 
system promoted by social mobilit 3 ’’ on the frontier encouraged people 
to use the public high school to improve their chances of mounting 
higher on the social-economic ladder. The opportunity for native 
ingenuity in America’s diversified industry and commerce was so 
great that no one wanted to fail to improve his talents by training. 

' Stuart V. School Diatricl No. 1 of'Kalamazoo (1874), 30 Mich. 69, 75. 
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But it must not be overlooked that many went to high school, partic- 
ularly after the depression of 1929, because the extensive mechaniza- 
tion of both agriculture and industry had led to the technologica] 
displacement of labor. They went, not to improve their opportunities, 
but because during these years there was no other safe place for youth 
to go. 

Rapid as was the high school’s growth, it did not occur without 
growing pains. The diagnosis of these pains wiU be easier if at this 
point a glance is taken toward the high school curriculum. This, 
as one might surmise from the inspiration the high school drew from 
the academy, was the least original of its initial features. The first 
high school, the Boston English Classical School, had a definitely 
academy curriculum. Its work in English included reading, grammar, 
composition, and declamation; in mathematics, arithmetic, algebra, 
geometry, and trigonometry; in philosophy, natural, moral, and 
political philosophy; and in history, ancient and modern. In addition 
and further imitating the academy, it taught bookkeeping, navigation, 
and surveying. 

The Latin and Greek of the academy curriculum, however, were 
missing. But they were not missing long, for they were mentioned 
in the high school law of 1827. Apparently the framers of this law 
anticipated that in many places the high school would be the only 
available secondary school and therefore designed it to prepare for 
college as well as for life. Not only were the classics added, but in the 
middle period of the nineteenth century the high school indulged 
itself, as had the academy, in a multiplicity of courses that often were 
short and superficial. As a result, the high school had to be lengthened 
to four years. By the end of the century, how'cver, the high school 
curriculum began to contract. Subjects like evidences of Christianity, 
Biblical and classical antiquities, and ancient geography disappeared. 
So too did astronomy and geology. Some of these were replaced by 
such new subjects as industrial and household arts, agriculture, and 
an expansion of the older commercial subjects. 

As can be seen from the Massachusetts law of 1827, the high school 
early chose the dual function of being not only the “people’s,” or 
“poor man’s,” college but also a college-preparatory institution. 
It is difficult to explain the inclusion of the classics, the college- 
preparatory subjects par excellence, in any other way. At any rate, 
before the Civil War most high schools, like most academies, were 
offering two courses of study, one an English course preparing for 
life and the other a Latin course preparing for college. By the turn 
of the century most high schools were offering a third course, usually 
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commeraial or industrial. By the end of the first decade in the twen- 
tieth century the average number of courses was six. After the First 
World War some high schools offered as many as a doeen or more 
separate courses. 

Out of these parallel course offerings grew the idea of spiecialized 
high schools, that is, commercial high schools, technical high schools, 
and the like. As the numbers attending high school rose in almost 
geometric ratio, either old buildings had to be remodeled or new ones 
constructed. Many communities, following European precedent, 
chose to house different course offerings under separate roofs and under 
separate administrations. But this practice of the first part of the 
twentieth century was not preferred in the decades following the First 
World War. Thereafter, the cosmopolitan high school with the 
various courses gathered under one ropf and one administration was the 
most popular because it was reckoned to be more democratic. 

While the primary purpose of the original high school may have 
been to prepare for life, before the nineteenth century was out its 
secondary purpose of preparing for college managed to move into the 
more dominating position. In fact, the great weight of tradition so 
favored classical and college-preparatoiy studies that they emerged 
the central and stable core of a high school curriculum otherwise 
frequently composed only of short informational courses. The colleges 
themselves contributed no little to this result by the influence that their 
entrance requirements exerted on high school aims and curricula. 
The period at the end of the century, nrhen the high school began its 
most rapid expansion in numbers, proved very critical for the continua- 
tion of this influence. The bulk of the new high school population 
had no college expectations; yet the best part of the high school 
curriculum was college preparatory. This paradoxical situation placed 
a great strain on the high school and in time led to considerable unrest 
both in college and in high school circles. 

In fact, the unrest became so acute that the National Education 
Association called into being a number of national committees to 
study and report on various phases of the problem. The twenty-five 
years between the report of the first committee, the Committee of Ten 
in 1893, and the report of the last one, the Commission on the Beorgan- 
ization of Secondary Education in 1918, proved to be perhaps the most 
crucial in the whole career of the high school.' Up to this point, the 

‘ Ihe names of the more important other committees and the dates of their 
reporting were the Committee on College Entrance Requirements, 1899; the 
Committee on Articulation, 1911; and the Committee on Economy of Time in 
Education, 1912. 
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high school had ridden the crest of a wave of public optimism. Now 
reefs loomed up ahead. The American public had to do some hard 
thinking on how to avoid these reefa They had now to think through 
to its logical conclusions their former somewhat haphazard and oppor- 
tunistic idea of a high school and make such practical adjustments 
as might be involved. This they did so thoroughly, in fact, that by 
the end of the twenty-five year period mentioned a remarkable altera- 
tion in the aims, curriculum, and organization of the secondary school 
had occurred widely in theory if not yet so widely in fact. 

THE ARTICULATION OP HIGH SCHOOL AND COLI.KGE 

One of the first reefs which the higli school approached was that of 
its articulation with the college. Not originally designed to be college 
preparatory, the high school had to do a good dtsal of groping about 
before it establisheil a satisfactory working relationship with the 
college. During the stage when high schools were pu.shing up under 
local stimulation, they were very uneven both in the quantity and in 
quality of their offerings. Consequently, completion of high school 
was a very unreliable index of fitness to proceed to college. The 
colleges made matters even more uncertain and confusing Iiy differing 
widely among themselves in their entrance examinations. Again, 
they defined their entrance requirements in terms of the degrees they 
awarded. As long as they awarded only one degree, the B.A. degree, 
they showed an inflexibility in their entrance requirements that was 
inhospitable to the variety of courses offered in the high school. 

A few years after the Civil War the University of Michigan took an 
early lead in trjdng to bring some order ou t of this chaos. 1 1 appointed 
a committee of its faculty tliat on invitation would visit high schools 
within the state. During its visit it would make a thorough study of 
the quality of the work done there. If it was satisfied with it, the 
graduates of that school were thenceforth admitted to the University of 
Michigan without examination on the recommendation of the high 
school principal. Indiana adopted much the same scheme shortly 
after, except that the state board of education instead of the state 
university designated the high schools to be approved. 

The accrediting system, thus initiated, greatly improved the 
articulation between high school and college in the .states concerned. 
But it still left unregulated the differences in entrance requirements 
from state to state. The need for a larger regional control in the 
middle-western states was met in 189-1, when the North Central 
Association was formed.* Precedent for regional standardization of 

‘ Davis, C. O., A History of the North Central Association of CoUeges and Sec- 
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entrance requirements, however, had already been set by the formation 
a decade earlier of the New England Association of Colleges and 
Preparatory Schools, which in the next centuiy became the New 
England Association of Colleges and Secondary Schools. The idea of 
regional control proved very popular, as witness the number of other 
associations that sprang up in various parts of the country. 

In New England and the North Atlantic states standardization 
took two directions. On the one hand, it followed the middle-western 
practice of dispensing with college-entrance examinations through 
a system of accrediting. To this end, the New England College 
Entrance Certificate Board was formed. On the other hand, stand- 
ardization took the form of getting colleges to accept the results of a 
single examining agency. Ultimately, this led to the formation of the 
College Entrance Examination Board at the turn of the century. 
The results of its examinations have since become the most widely 
accepted of any college-entrance examining body in the country. 

In 1893 the Committee of Ten, whose report has already been 
mentioned, made some incidental but vciy important remarks relating 
to the articulation of high school and college. At the very outset, 
it took note of the fact that American secondary schools on the whole 
were designed to prepare for life rather than for college. At the same 
time, the committee looked forward to the day when collcgcss would be 
accessible to all secondary school gradual es who had ci-editably 
accomplished their work, no matter what group of subjects they had 
studied. But “as secondary courses are now too often arranged,” 
it lamented, “this is not a reasonable request to prefer to the colleges 
and scientific schools.”^ 

Although the time was not yet ripe for such an ideal relation, the 
Committee of Ten did trj’ to simplify the transition from high school to 
college by minimizing the differences in pupil purpose and subject- 
matter value that created articulation problems. For one thing, it 
suggested that “eveiy subject which is taught at all in a secondary 
school should be taught in the same way and to the same e\tcnt to 
every pupil so long as he pursue.s it, no matter what the probable 
destination of the pupil may be,” that is, whether it be college or life.* 
Such a statement was tantamounitoignoiing the differences mentioned. 
Realizing differences could not always be ignored, the committee 

ondary Schools, 1895-194.i, North Central AsBociation of Colleges and Secondary 
Schools, Ann Arbor, Mich., 194.^. 

' National Education Association, National Council of Education, Report of 
the Committee of Ten on Secondary School Studies, 1893, p. 52, 

’ Ibid., p. 17. 
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further advised that differences be equated as far as possible, or, to 
quote, “all the subjects between which choice is allowed should be 
approximately equivalent to each other in seriousness, dignity, and 
efficacy.”* 

Not long after the Committee of Ten reported, the National 
Elducation Association appointed another committee to make a 
specific study of the effect of college-entrance requirements on the 
high school. This Committee on College Entrance Requirements 
reported in 1899. Among a number of recommendations two partic- 
ularly need to be mentioned here. One was the recommendation 
that the elective principle should receive at least partial recognition 
in the secondary school curriculum. By recognizing this principle the 
committee prevented the college-entrance requirements from operating 
like a Procrustean bed. The other recommendation grew out of seed 
sown by the Committee of Ten. The equivalence of studies suggested 
by that committee was virtually reduced to a formula by the committee 
on College Entrance Requirements. It recommended that “any piece 
of work comprehended within the studies included in this report that 
has covered at least one year of four periods a week in a well-equipped 
secondaty school, under competent instruction, should be considered 
worthy to count toward admission to college.”* 

In this formula lay the germ of what later became the system of 
units, or credits, that has since formed the basis of practically all 
academic bookkeeping in the twentieth century. Some precedent 
for it already existed at the beginning of the decade. At that time the 
New York Regents inaugurated a system of "counts" by which they 
evaluated high school diplomas. In the first decade of the next 
century the Carnegie Foundation for the Advancement of Teaching 
made use of the same system of accounting except that it replaced 
counts with “units.” “A unit,” it defined as “being a course of five 
periods a week throughout an academic year.”* 

In 1899 the Committee on College Entrance recommended ten 
units for college entrance — four in foreign language, two in English, 
two in mathematics, one each in history and science. The National 
Education Association’s Committee on College Entrance Requirements 
in 1911 jumped the total number of units to fifteen, distributed into 

* Ihid., p. 43. 

* National Education Association, Report of the Committee on College En- 
trance Requirements, p. 38. 

'Carnegie Foundation for the Advancement of Teaching, Annual Report, 
1906, p. 38. 



SECONDARY EDUCATION 


441 


three for English and one each for social and natural sciences, together 
with two majors of three units each and one minor of two. Of the 
fifteen not less than eleven were to come from English, foreign lan- 
guages, mathematics, and the sciences mentioned. These recom- 
mendations with minor amendments persisted well down to the 
middle of the twentieth century. 

The spread of the progressive-education movement into the field of 
secondary education after the First World War created much impa- 
tience with even these requirements for college entrance. College- 
entrance requirements were stated in terms of units of subject matter. 
The progressives were not primarily interested in subject matter; their 
main interest was in the ongoing experiences of children. Subject 
matter was only a means to enriching these experiences. With a 
curriculum organized about children’s experiences, progressive second- 
ary schools could not fulfill college-entrance requirements precisely. 
Yet, though unable to fulfill the letter of the requirement, they felt that 
they could more than fulfill its spirit. To prove this, the Eight 
Year Study was undertaken. A number of colleges were persuaded 
to accept for a period of eight years students from certain progressive 
secondary schools without requiring them to meet conventional 
entrance requirements. At the end of this time the work of these 
students was compared with that of students more traditionally 
prepared. The results, published in 1942, indicated quite clearly 
that success in a liberal-arts college did not depend so exclusively as 
thought on the student’s study in secondary school of certain subjects 
for a prescribed length of time.* It looked at last as if conditions 
warranted acting on the ideal of articulation between high school and 
college for which the Committee of Ten was as yet unready in 1893. 

Many secondary school educators felt that the colleges of the 
country exercised more than their proper share of influence in working 
out the articulation between high school and college. The high school, 
they also felt, might have worked out its peculiar noncollcge-prepara- 
toiy function more quickly and effectively if it had been left more alone 
by the colleges. Perhaps this is so. Yet it would be a mistake to 
overlook the great benefit that college influence conferred on the high 
school. At a time before effective state supervision for secondary 
schools had been worked out, the colleges were practically the only 
standardizing agencies operating to advance the quality of secondary 
school instruction. 

‘ Aikin, W. M., The Story of the Eight Year Study, Chap. 6, Harper & Brothers, 
New York, 1942. 
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THE JUNIOR HIGH SCHOOL 

One generally admitted improvement of the high school, which was 
abetted by the Committee of Ten and the Committee on College 
Entrance Requirements, was the movement to reorganize it into a 
junior and senior division. This movement originated partly out of 
a feeling in the colleges that the four-year high school did not provide a 
long enough period in which to make the preparation necessary for 
college entrance. They felt that the pursuit of some secondary studies 
should commence in the last two years of the eight-year elementary 
school. The Committee of Ten, whose personnel and sympathies 
were strongly collegiate, echoed this feeling. It specifically recom- 
mended in its report that algebra, science, and foreign language find 
lodgment in the last two years of the elementary school curriculum. 
The Committee on College Entrance Reciuirements came to the same 
conclusion and even went so far as to recommend the removal of 
the seventh and eighth grades to the high school building. 

The recommendations originally grew out of an address by Har- 
vard’s renowned president, Charles William Eliot (1834-1920), before 
the National Education Association in 1888. The question he put 
to his audience was: Can school programs be shorteiusl and enriched? 
The question was a very pres.sing one to him, for he noted that the 
entrance age of Harvard freshmen had been ri.sing steadily till it was 
then a month or moie beyond nineteen. This situation, compared 
with the progress of European youth through their institutions of 
secondary and higher education, indicated that American youth 
were entering on the responsibilities of life about two years later than 
their European counterparts. Hence, Eliot made the proposition, 
later taken up and approved by the Committee of Ten and the Com- 
mittee on College Entrance Requirements, that sciiondary education 
commenee two years earlier than htid been customary.* 

These recommendations led a number of communities to “depart- 
mentalize " the two upper grades of their elementary schools. That is, 
the seventh and eighth grades tried to approximate not only the 
curriculum of the secondary school but its methods and administration 
as well. Each teacher took charge, not of a grade, but of a department 
of study. Instead of teaching all the subjects of a grade, he taught 
the seventh and eighth years of some subject such as mathematics 
or English. 

* The Committee of Fifteen, which reported in 1895 on economy of time in 
elementary education, also endorsed this proposition. For a fuller account of tKia 
committee, see supra, pp. 401-402. 
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A much more radical suggestion for the reorganization of secondary 
education came at the opening of the twentieth century from William 
Bainey Harper (1856-1906), the first president of the University of 
Chicago. Harper boldly suggested that the secondary school period 
should cover not only the eighth grade of the elementary school but the 
first two years of college as well. As if this suggestion were not bold 
enough, he went on to recommend that the work ordinarily covered 
in this stretch of seven years be done in six, and even in five by the 
brilliant student. Radical as these suggestions were, they attracted 
much serious attention and study. Insofar as these suggestions 
for the reorganization of secondary education included the lower years 
of the college, they were somewhat premature. But insofar as they 
looked to reorganizing the twelve years of elementary and secondary 
education into a 6-6 rather than an 8-4 pattern, they caught the 
imagination of American educators. 

In 1912 the Committee on Elconomy of Time in Education ap- 
pointed by the National Education Association reported in favor of a 
six-year period of secondary education. In announcing its decision, 
the committee further recommended that this six-year period have a 
junior and senior division of three years each. It is this division which 
was embodied in junior and senior high schools. Yet even before the 
committee published its report various communities had already begun 
to experiment with the idea of a six-year secondary school. Once 
experimentation started, it spread rapidly. While most communities 
tended to reorganize their schools on a 6-3-3 basis, there were others 
that tried out the 6-6, 6-2-4, 6-4-4, and 6-3-5 bases. To all this the 
Commission on the Reorganization of Secondary Education gave its 
blessing in its report in 1918.* 

The unique feature of all these schemes was, of course, the junior 
high school. By 1918, educators were able to think of many more 
good reasons for its existence than merely the provision of six instead of 
four years in which to get ready for college. By that date the main 
argument in support of the school had become a psychological one. 
Studies in the psychology of adolescence indicated that children at 
this age were undergoing physical and psychological changes which 
demanded different sorts of social and educational opportunities from 
those provided in either the conventional elementary or secondary 
school. Other studies of a more sociological character indicated that 

' See also National Education Association, Department of Superintendence, 
Tth Yearbook, The Articnlation of the TInits of American Education, Pt. Ill, 
National Education Association Department of Superintendence, Washington, 
D.C., 1929. 
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there was a great leakage of students from the school ^tem in the tran- 
sition from the elementary to the high school. Doubtless this was 
because compulsory-attendance laws permitted children to go to work 
on completing elementary school. A junior high school of three years 
would be an advantage in such circumstances since it would encourage 
a child to stay in school at least a year longer. Then, if he had to go to 
work, it would provide him with a graceful exit. 

A less pedagogical factor that favored the adoption of the junior 
high school idea in the second and third decades of the century was its 
happy coincidence with the period of extremely rapid growth in high 
school enrollments. These enrollments quite outstripped existing 
facilities to house them. New buildings of some sort simply had to be 
built. Why not junior high schools? Thus it was that pedagogical 
theory and physical necessity conspired to bring about a fundamental 
reorganization of secondary education that might otherwise have been 
very difficult to effect. 

In many communities the necessity of adding to physical plant 
outweighed pedagogical advantf^e. This explains why many early 
junior high schools were junior high schools in name only. Peda- 
gogically, of course, the junior high school involved much more than a 
convenient way to house the seventh, eighth, and ninth grades. The 
junior high school, in addition to continuing the integrating effect of 
elementary education, was planned to mark the beginning of differ- 
entiated education. With the help of a good guidance program the 
child was to have a chance to explore his talents with a view to selecting 
the career most suitable for him. 

TBE JUNIOR COLLEGE 

The original proposal for the reorganization of secondary education, 
as already seen, involved the first two years of college as well as the 
last two years of the elementary school. While in the first decade of 
the twentieth century little attention was paid to this part of President 
Harper’s bold suggestions, in the third and fourth decades much more 
consideration was given to it. By that time the great tidal wave of 
students that was flowing through the high schools had reached the 
colleges. Their facilities, like those of the earlier high schools, became 
swamped. A demand arose, not only for more facilities for higher 
education, but for facilities nearer home. To those inclined to satisfy 
this demand Harper’s idea of detaching the lower two years of college 
from the upper two made a great appeal. 

At first Harper called the first two years of college the "academic 
college’’ in contrast to the last two years, w’hich he called the "univer- 
sity college.’’ Later he gave them their present names of junior 
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senior eoUege. Harper had strong reasons for making this division and 
for attempting to relate the first two years of college to the high school 
program. The first two years of college, he thought, were more akin to 
the high school in method and content than to the university, as were 
the last two years of college. Reconstructed in this fashion the high 
school would become the place for general or liberal education, while 
the university would be the place for professional studies. The course 
that Harper was here plotting for American education was not so 
novel as many Americans thought. It was, as has since been pointed 
out, merely a further upward extension of the high school, the “people’s 
college,” which itself had originated as an upward extension of the 
coimnon school. Furthermore, it had ample European precedent, for 
in nearly aU Continental countries professional university studies 
conunenced directly on completing liberal education in secondary 
school. 

In practice, for the most part, junior colleges were established 
independently and housed separately from high schools. Their spirit 
partook more of the college, from which they were split off, than of the 
secondary school, toward which their founders wished to incline them. 
Like many early junior high schools, a number of junior colleges failed 
to develop unique programs of their own. Their ambition was rather 
to grow into full-blown four-year liberal-arts colleges. ^Tiere unique 
programs were developed, the tendency was to extend the best tradi- 
tions of the high shool, that is, to prepare for life. Junior colleges 
thus were expected to be terminal institutions for most students. The 
curriculum, therefore, was composed of both liberal and technical 
studies, the former of which could be terminal or a preparation for the 
university and the latter a preparation for positions of junior responsi- 
bility in commerce and industry. 

COMUENCEMENT 

At the opening of the twentieth century the American educational 
ladder had consisted of three units, elementary, secondary, and higher 
education. By the middle of the century the addition of the junior 
high school and the junior college, not to mention the nursery school, 
had increased these units to five. It became customary to celebrate 
the termination of each of these by “commencement” ceremonies. 
Presumably the social significance of commencement was that it 
marked the conclusion of school and the beginning of life. The precise 
point at which it is appropriate to celebrate this very important event 
has varied greatly in different historical periods and for different levels 
of the social economic ladder. 

With primitive people it occurred at about the period of adolescence 
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and was marked by “initiation” ceremonies. Initiation, like com- 
mencement, signified a beginning. For primitive children, it was the 
beginning of adult responsibilities. But such a beginning was more 
than an occasion for joyful celebration. To enter on life’s duties, a 
youth had to begin further back to make preparation. Thus, initia- 
tion, as already seen, was an educational experience as well as a 
ceremonial rite.* As an educational experience, initiation might take 
days or even weeks. Yet the time was never so long that the youth 
did not see the entire experience as an introduction into adult rights 
and duties. 

The corresponding rite among the Greeks was found in the ephebic 
oath, which the youth took upon finishing training and becoming a 
citizen. In this oath he pledged allegiance to the state and its religious 
and moral traditions. Thereafter he put aside the tunic of childhood 
and put on the dress of a free adult citizen. It was similarly a great 
day in the life of the Roman youth when he ended his schooling by 
doffing the toga praeUxta of childhood and donning the {opo virilis of 
manhood. In Jewish culture of ancient times, passing the age of 
adolescence was celebrated somewhat differently. There a young 
Jewish boy became a “son of the law.” This transformation indicated 
that the boy’s father was no longer responsible for his son’s conduct but 
that the boy was now answerable for his own conduct according to the 
law of his people. The Christian Church made its own adaptation of 
these adolescent rites. It turned initiation into (tonfirmation, which, 
of course, followed a period of instruction in church lore and religious 
obligations. In medieval times the elaborate ceremony of knighting 
a squire perpetuated the age-old custom of marking the transition 
from preparation for adulthood to adulthood itself. 

Prom the Renaissance onward, coming of age declined in signifi- 
cance as an occasion when the whole community joined in celebrating 
the changed status of youth. In earlier cultures there had probably 
been some simple point at which it could be determined whether a 
child had matured sufficiently in all-round physical growth and mental 
development to be treated as an adult rather than as a child. In later 
and modem times, civilization became so many-sided that maturity 
was no longer capable of a single determination. The age of enfran- 
chisement as a citizen was later than that of confirmation in the church. 
The age at which the state permitted marriage was not necessarily the 
same as that at which it permitted driving a motor Vehicle. 

Indeed, even the modem celebration of commencement at the end 
of school no longer marked the definite time when a youth entered 
upon life activities. Whereas the formal education of primitive initia- 
‘ For a more complete account of this phase, see supra, pp. 367-358. 
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tion was a unit of experience measured in weeks, modem education 
covered years and took place in five different sections of such an edu- 
cational ladder as the American one. The great danger of celebrating 
commencement at the end of each of these schools was the emphasis 
it placed on each as a self-sufficient imit. In time and without careful 
over-all supervision such independence could be disturbing to the 
continuity of the whole educational program from the lowest rung to 
the top of the educational ladder. But the outstanding advantage of 
BO many occasions for the celebration of commencement was the num- 
ber of graceful excuses they afforded for climbing the ladder no further. 
This was a great boon for those who, at the start of their secondary 
education, could not foresee with certainty how man3'' years of this 
sort of education their economic circumstances would warrant. 

THE PUNCTIONS OF SECONDARY KDircATION 

The problems involved in the high school’s meeting college en- 
trances requirements and in reorganizing the span of years to be 
included in secondary' education kept the aims of education at this 
level constantly under discussion. The original purpose of the high 
school, it will be remembered, was to prepare for life. When it first 
aspired to prepare for college as w'ell, there were important educational 
leaders who di.scouraged the trend. Among these was Henry Barnard. 
Great promoter of high schools though he w'as in the middle of the 
nineteenth century, he nevertheless thought that the high school ought 
not to undertake college preparation. Noah Porter, president of 
Barnard’s alma mater, Yale, Avas of a similar mind. He doubted its 
wisdom, for in a puldic .school it Avould be impossible for the college to 
control what was taught. 

In spite of Prixsident Porter’s doubts, college requirements came 
to bulk large in high school counsels by the end of the nineteenth 
century. The Committee of Ten of the National Education Associa- 
tion, however, continued to take the older view'. As it saw it in 1893, 
only a few endoAved j)ri\'ate schools (presumably old academies like 
Andover) were properly situated to prepare for college. So insignifi- 
cant a percentage of high school graduates went to college at this time 
that the committee stated that the high school’s “main function is to 
prepare for the duties of life that small proportion of all the children 
in the country — a proportion small in number, but very important to 
the welfare of the nation — Avho shoAV themselves able to profit by an 
education prolonged to the eighteenth year, and AA'hose parents are 
able to support them Avhilc they remain so long at school.”* 

* National Education Association, National CoAUcil of Education, Report of 
the Committee of Ten on Secondary School Studies, 1893, p. 51. 
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The committee thus gave voice to a new statement of the purpose of 
secondaiy education. To the list of historically familiar purposes such 
as preparation for life, preparation for college, mental discipline, badge 
of social class, and Humanistic or liberal education, it added social 
selection. The secondary school was now to operate as a serpen to 
sift out the children with the qualities of heart and mind to succeed in 
their secondaiy school studies. The committee, of course, realized 
that such a screen must operate to select the financially competent as 
well as the intellectually able.* However, to ensure the maximum 
benefit of the high school course to those who had to drop out before 
its end, it recommended, as already quoted, that "every subject which 
is taught at all in a secondary school should be taught in the same way 
and to the same extent to every pupil so long as he pursues it, no matter 
... at what point his education is to cease.”* 

The mounting wave of high school enrollments, which reached tidal 
proportions in the twentieth centuiy, swept away these puny notions of 
the purpose of the high school. In 1918, only twenty-five years after 
the Committee of Ten had reported, the National Education Associa- 
tion’s Commission on the Keorganization of Secondaiy Education 
reported in favor of secondaiy education, not just for the selected few, 
but for every normal boy and girl up to the age of eighteen. Further, 
it included in its report. The CardinaL Prindplea of Secondary Educor 
Hon, a new and broad statement of the aims of secondary education. 
Seven in number these aims were: health, command of fundamental 
processes, worthy home membership, vocational efficiency, civic 
competence, worthy use of leisure time, and ethical character. So 
generous and comprehensive were these terms that they were later 
taken as the general aims of all education, elementary, secondaiy, and, 
to a degree, even higher education.’ 

In general, the report summarized and restated in integrated and 
systematic form the developments that had occurred in the theory and 
practice of secondary education in the preceding twenty-five years. 
The report was not only a summary; it was a forward-looking docu- 
ment as well. Yet disagreements and misunderstandings continued to 

• For the way in which the economic factor operated in fact, see G. S. Counts, 
The Sdective Character of American Secondary Schools, University of Chicago Press, 
Chicago, 1922. 

• National Education Association, Report of the Committee of Ten on Sec- 
ondary School Studies, 1893, p. 17. 

• National Education Association, Report of the Commission on the Reorgani- 
zation of Secondary Education, U.S. Bureau of Education, BuUelin 35, 1918. For 
a fuller account of these aims in the setting of general educational aims, see supra, 
pp. 17. 
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arise as to the proper function of secondary education in our American 
democracy. In 1937 the Department of Secondary School Principals 
of the National Education Association vent to great pains to state 
these functions in clear and unmistakable terms. In formulating its 
statement it obviously weighed each word. Hence, the ten functions 
they mentioned are reproduced here verbatim: 

Function I. To continue by a definite program, though in a diminishing 
degree, the integration of students. This should be on an increasingly 
intellectual level until the desired common knowledge, appreciations, ideals, 
attitudes, and practices are firmly fixed. 

Function II. To satisfy the important immediate and probable future 
needs of the students insofar as the maturity of the learner permits, guiding 
the behavior of youth in the light of inereasingly remote, but always clearly 
perceived and appreciated, social and personal values. 

Function III. To reveal higher activities of an increasingly differentiated 
type in the major fields of the racial heritage of experience and culture, their 
significant values for social living, the problems in them of contemporary life, 
the privileges and duties of each person os an individual and so as a member 
of social groai)s; to make these fields satisfying and desired by those gifted for 
successful achievement and to give information as to requirements for success 
in these fields and information as to where further training may be secured. 

Fundion IV. To explore higher and increasingly specialized interests, 
aptitudes, and capacities of students, looking toward the direction of them into 
avenues of study and work for wliich they have manifested peculiar fitness. 

Function V. To systematize knowledge previously acquired or being 
acquired in courses in such ways as to show the significance both of this knowl- 
edge and especially of laws and principles, with understanding of wider 
ranges of apjdication than would otherwise be perceived. 

Function VI. To establish and to develop interests in the major fields of 
human activity as means to happiness, to social progress, and to continued 
growth. 

Function VII. To guide students on the basis of exploratory and revealing 
courses and of other information gathered from personnel studies, as wisely as 
possible into wholesome and worth-while social relationships, maximum 
personality adjustment, and advanced study or vocations in which they are 
most likely to be successful and happy. 

Function VIII. To use in all courses as largely as possible methods that 
demand independent thought, involve the elementary principles of research, 
and provide intelligent and somewhat self-directed practice, individual and 
cooperative, in the appropriate desirable activities of the educated person. 

Function IX. To begin and gradually to increase differentiated education 
on the evidence of capacities, aptitudes, and interests demonstrated in earlier 
years. Care must be taken to provide previous to and along with differentia- 
tion as balanced and extended a general education as is possible and profitable. 
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Function X. To retain each student until the law of diminishing returns 
begins to operate, or until he is ready for more independent study in a higher 
institution; and when it is manifest that he cannot or will not materially profit 
from further study of what can be offered, to eliminate him promptly, if 
possible directing him into some other school or into work for which he seems 
most fit.^ 


ctrnHicuLUM reorganization 

The revision of college-entrance requirements, the reorganization 
of secondary education into three levels, and the restatement of the 
functions of secondary education all greatly altered the face of second- 
ary education in twentieth-century America. Such great alterations 
could hardly come about without also profoundly affecting curriculum 
offerings. By 1890 the vogue of short informational courses was in 
eclipse in the high school curriculum. The main staples of the curric- 
ulum had become English, foreign languages ancient and modem, 
mathematics, natural science, and history. Some clerical or com- 
mercial subjects were also a fairly stable part of the high school 
curriculum. 

The purpose in teaching this curriculum w'as twofold — ^to store the 
mind with useful knowledge and to discipline the mental faculties. Of 
the two purposes perhaps the latter was the more important. It 
almost certainly was the more important in teaching Greek and Latin. 
Yet there is evidence that the whole curriculum was taught more or 
less from a disciplinary point of view. Two remarks of the famous 
Committee of Ten seem to indicate that it was more interested in the 
disciplinary than in the content value of the curriculum it was recom- 
mending. On what other grounds than those of discipline, for instance, 
could it rest its recommendation that every subject should be taught 
in the same way and to the same extent to every pupil no matter how 
far he pursued it through school and no matter what his probable 
destination in life? Also, w'hy else was the Committee so interested 
that all subjects be “approximately equivalent to each other in serious- 
ness, dignity, and efficacy”® if it were not partly to ensure that the 
proper amount of formal discipline would be derived from each? 

The prevalence of the disciplinary theory of education in the 
secondary school was nothing unique. It had a vogue in the elemen- 
tary and higher education of the time as well. But its sway did not go 

‘ National Education Association, Department of Secondary School Principals, 
Bulletin 64, The Functions of Secondary Education, National Education Association, 
Department of Secondary School Principals, Washington, D.C., 1937. 

• National Education Association, Report of the Comnuttec of Ten on Sec- 
ondary School Studies, 1893, p. 43. 
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unchallenged. There were a number of educators who disagreed with 
the reports of the Committee of Ten and the Committee on College 
Entrance Requirements because they seemed to imply that secondary 
education was to be measured by its quantity of mental strain. The 
disciplinaiy theory of the secondary school' curriculum, however, 
received its mortal blow in the first years of the twentieth century. 
Careful and scientific psychological experiments then revealed only 
slight warrant for the popular assumption that mental power developed 
in a limited number of disciplinary studies, like the classics or mathe- 
matics, transfers fuUy and automatically to other academic studies or 
to professional and vocational activities.* 

These scientific studies were not long in making themselves felt in 
the high school curriculum. In fact, they greatly reinforced tendencies 
previously evident there. The Committee on College Entrance 
Requirements, for instance, had already adopted the principle of an 
elective curriculum in its report of 1899. With discipline discredited 
and election pennitted, the high school curriculum was rapidly revised 
in the direction of judging inclusions by their functional content value. 
Theoretical guidance and support for a functional curriculum was 
found in contemporary pragmatism, which was then approaching the 
zenith of its popularity in American educational philosophy.* Demo- 
cratic forces were also in evidence, for the large majority of the new 
greatly increased high school population represented working-class 
interests and hence voiced an insistent demand for a utilitarian 
curriculum. 

Actual curriculum revision in the high school went on in several 
different ways. Some traditional subjects were dropped. Greek was 
such a casualty. Other familiar and well-establiEhed studies weie 
expanded or reorganized to keep them in harmony vvith the spirit of 
the times. Thus, history came to include more of “civics,” which in 
turn was later quite completely reorganized under such a title as 
“problems of democracy.” Physiology as a study of bodily structure 
was made over into a much richer and more varied type of health 
instruction. Music expanded to include instrumental as well as vocal 
training, to both of which was added music appreciation. Further- 
more, many new' subjects made their debut. Principal among these 
were the vocational subjects centering in agriculture, industry, and 
home economics. Whether these subjects, old or new, w'ere organized 
around a “core” curriculum, according to “broad fields,” to gain 

* For a more complete account of the psychological aspects of this problem, see 
tupra, pp. 139-141. 

* For a more complete account of this philosophy, see supra, pp. 129-132. 
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“correlation,” or by “units,” the central tendency was for the high 
school to be guided, not by the logic of prescribed subject matter, but 
by the current purposes and life interests of the pupils.^ 

The result of these twentieth-century changes in the high school 
curriculum was very disturbing to those who still entertained the 
traditional notion that secondary education should be liberal and 
Humanistic. Some tried to set American secondary education in 
perspective by comparing it with that in Europe.’ None has made 
the comparison better or in more epitomized form than I. L. Kandel 
(1881- ). “While the European countries,” he wrote, “nearly 

wrecked their systems of secondary education by a too rigid adhesion 
to a traditional faith in a limited number of subjects, which were pre- 
sumed to contain in themselves all the educational values, the high 
schools of the United States were confronted with the danger of failure 
because of the absence of any clear-cut concept of liberal education, 
and because of a certain laissez-faire attitude which satisfied the intense 
popular faith in education by providing every boy and girl with the 
opportunity to attend high school.’” 

To what extent secondary education in the United States had made 
progress in formulating a clear conception of liberal education before 
the Second World War is somewhat difficult to assess. Ever since the 
Renaissance the European conception of liberal education had been 
predominantly Humanistic. Furthermore, the studies that were 
thought to develop man in his fullest humanity were linguistic ones, 
particularly Greek and Latin. The oiigin of the high s(^honl as an 
English rather than as a Latin school definitely broke the monopoly of 
the classical languages as the single best form of secondary education. 
But the high school did not because of being an English school forego 
its Humanistic or liberal character. Instead of aiming to teach its 
pupils to speak and write elegant Latin, the persistent purpose of the 
Humanistic secondary school since the Renaissance, the high school 
aimed to teach them to form their prose style on English models. If 
there was complaint during the Second World War that American 
secondary schools had failed to teach their pupils to write clear and 
concise Englisli, let alone develop an English style, it must be remem- 
bered that the high school rested on a far wider democratic base of the 
population than at any time in its histoiy. 

But, more than to preserve a linguistic, if vernacular, conception of 

• For a fuller account of curriculum development, see supra, pp. 293-299. 

* Lbabneo, W. 8., The Quality of the Educational Process in the United States and 
Europe, Carnegie Foundation for the Advancement of Teaching, Bulletin 20, 1927. 

a KexDSL, op. at, p. 460. 
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Humanistic education, the high school also tried to enlarge the scope of 
Humanistic or liberal studies in its curriculum. Thus, it made way for 
such modem humanities as science, history, and modem'foreign lan- 
guages. But even vocational subjects were seen to be not without 
some Humanistic or liberal appeal. This enlargement of the scope of 
liberal education at the level of the secondary school was foreshadowed 
as early as the time of Henry Barnard in the middle of the nineteenth 
century. Though Barnard took it as settled that the ancient classics 
afforded the best sort of secondary education, yet, in praising the non- 
classical curriculum of the rising high school, he stoutly denied that the 
ancient classics were “ the only basis of a truly liberal scheme of general 
or professional education.’’’ 

The great economic depression of 1929 gave further importance to 
the secondary school as a place for liberal or general education, and 
this in spite of the current pragmatic approach to the hi gh school 
curriculum and in spite of its large cargo of vocational subjects. 
Unemployed youth presented such a serious problem at that time that 
a special study was made of their social and educational needs. The 
National Youth Commission, after examining the problem from all 
angles, reported that, while 70 per cent of youth wished to enter white- 
collar occupations, the country could absorb only about 12 per cent 
in this way. Now, if 50 to 75 per cent of all remaining jobs required 
little or no technical training, the great majority of high school youth 
was not going to need to go to high school to prepare for a job. The 
vocational character of the high school’s aim to prepare for life would 
therefore have to be radically revised. The conclusion that the com- 
mission drew was that “The prime function, therefore, of universal 
secondary education is to provide liberal education for the common 
life of the whole population.’’’ 

' Quoted in O. U. Griffin, The Evolution of the Connecticut Slate School System 
with Special Reference to the Emergence of the High School, p. 79, Teachers College, 
Columbia University, New York, 1928. 

’ Rainey, II. P,, How Fare American Youiht p. 47, D. Appleton-Gentury 
Company, Inc., New York, 1937. See also National Society for the Study of 
Education, 38th Yearbook, 1939, Pt. II, General Education in the American CoUege, 
Chap. 2, labile School Ihiblishing Company, Bloomington, 111., 1939. 



CHAPTER XV 

HIGHER EDUCATION 


Higher education is concerned with instruction in the more ad- 
vanced phases of the social culture. It not only treats of the current 
culture in its most recondite terms but, being the most advanced stage 
of learning, occupies an uneasy yet exciting post on the frontier between 
the known and the unknown. The fact that higher education opens 
windows on areas of culture that are settled as well as areas yet 
unsettled i)oae8 one of its most persistent problems. This is the age- 
old issue of freedom for the human mind to follow an argument 
wherever it may lead, even beyond the present boundaries of knowl- 
edge. Should the university be a place where the mind is peculiarly 
free to appraise the known and explore the unknown? Closely allied 
is the question: Should the university be exclusively occupied with 
professional and research studies? Or should it also be occupied with 
giving a liberal education? Again, w'hother liberal education be a 
function of higher or secondaiy education, just how shall liberal 
education be conceived? However the foregoing questions are 
answered, should higher education be supported and controlled under 
public or private auspices? In spite of their age, none of tliese ques- 
tions has lost any of its persistence with the passing of the centuries. 
In fact, if anything, these perennial problems of higher education are 
more pressing in the twentieth century than ever before. 

HIGHER EDUCATION IN ANCIENT TIMES 

Higher education in the Western tradition commenced with the 
Greeks. It had its origin principally in the impulse given to the study 
of philosophy by the Sophists. Informal schools of adult students soon 
grouped themselves around such great thinkers and teachers as 
Socrates, Plato, and Aristotle. In the course of time schools like 
Plato’s Academy and Aristotle’s Lyceum developed a continuity that 
spanned many generations of succi^eding teachers. Still greater 
stability attached to these schools under Roman rule when it became 
the custom of emperors to subsidize the teaching of subjects like 
philosophy and rhetoric at such principal centers of learnin g as Athens. 
It further became imperial custom to grant teachers such important 
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privileges as exemption from taxation and freedom from military 
service. Yet, along with support, came a modicum of control, for 
sometimes emperors reserved to their persons the right to make 
appointments to particular chairs of instruction. 

But even with this degree of regulation never was higher education 
in the ancient world more than a voluntary aggregation of teachers and 
students. Neither a governing nor an examining agency ruled over 
them. In fact, they had no corporate character whatever. Thus the 
centers of higher learning in the ancient world should probably not be 
called universities, as has sometimes been the case. A somewhat 
greater degree of organization seems to have obtained at the ancient 
seat of learning at Alexandria. There at least the Ptolemys had 
provided a handsome public building, with noble porticoes, in which 
instruction could be carried on. In addition, Alexandria had an 
unexcelled library reported to contain more than 700,000 individual 
items. Yet even at Alexandria there was no corporate university 
organization such as the medieval period bequeathed to educational 
posterity. 

The whole range of ancient knowledge was generally taught at these 
ancient seats of learning. Very prominent, of course, were the liberal 
arts. The arts of grammar, logic, and rhetoric were taught, together 
with the arts of arithmetic, geometry, astronomy, and music. In 
addition to the arts there existed chairs in the professional subjects of 
law, theology, and medicine. There was thus broad and diversified 
training for judge, advocate, senator, doctor, or priest. Apropos of 
this last category it is worth noting that many of the early fathers of the 
Christian Church taught and were taught at Alexandria. In no 
ancient city of the Roman Empire was intellectual life moi-e rich than in 
Alexandria, for no city was so favorably located at the crossroads of 
ancient culture. There the strains of Greek, Roman, Judaean, and 
Oriental cultures met and rubbe<l cultural elbows. 

Even at this early time student life at these ancient seats of learning 
began to develop customs that seem to have been capable of spontane- 
ous regeneration wherever and whenever the higher learning was 
later earried on. Thus in these ancient times there were already 
evident scorn and contempt for the beginning, or freshman, student. 
Already he was the butt for the pranks of older and more experienced 
students. Another custom which goes back to these times was the 
organization of student clubs and discussion groups. Apparently, it 
was as customary then, as it was later in the medieval university, for 
students all too often to argue points of useless erudition. Clubs and 
discussions frequently led to rivalries and rivalries to brawls and riots. 
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which, again, were only first in a long series of subsequent and sunilar 
happenings. 

The higher learning of the ancient world had its ups and downs. 
Periods of formalism and sterility followed periods of intellectual 
vigor, only to be themselves succeeded again by periods of decadence. 
Although the lamp of higher education burned low at times in the 
eastern half of the Roman Empire, it never nearly went out as in the 
western half. The reasons for its dimming were not far to seek. 
Stimulus though imperial support was to higher learning, it had its 
drawbacks. The price for imperial support was imperial control. The 
moment thought was no longer free to pursue an argument wherever 
it might lead, the higher learning started to flicker out. It was virtu- 
ally snuffed out when the Christian Church came to suspect higher 
education as a beacon of paganism and this in spite of the fact that 
great church fathers like Clement and Origen had taught the higher 
learning at Alexandria. 

THE MEDIEVAL UNIVERSITY 

Although the brilliant culture of classical antiquity went into 
eclipse during the Middle Ages, the leaders in the Christian Church 
were able by dint of great effort to keep some learning alive. The 
chief centers for this learning were to be found in the cathedral schools 
that bishops encouraged in conjunction with the churches of their 
cathedral cities. The education given there, while the best the times 
afforded to keep the ranks of the clergy recruited, nevertheless was 
hardly to be ranked as up to the standard of liigher education. 

Yet it was out of the intellectual life that centered in the cathedral 
school that the medieval university ultimately emerged. Cultivation 
of a level of learning higher than that of the cathedral school only 
awaited the emergence of social interests complex and important 
enough to call it forth. The beginning of the end of the Middle Ages 
heralded just such a cause cilebre. This was the great theological 
controversy between the nominalists and the realists over the nature of 
universale. To the intellectual frontier represented by this contro- 
versy rushed young and vigorous minds from all over Europe. In 
order to participate effectively in the struggle, however, these minds 
needed training in dialectic as well as in theology. Many found that 
the best way to get this training lay in listening to the lectures and 
disputations of the leaders in the fray, such as Pierre Abelard. These 
were chiefly held in or in the vicinity of cathedral schools and particu- 
larly in the cathedral city of Paris. 

The higher learning thus had a rebirth in Paris very simUar to its 
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fiiat birth ii) Athens and Alexandria. Teachers and students came 
together informally to pursue their common interests. While these 
interests were predominantly theological at Paris, in Bologna and 
Salerno, two other prominent centers of higher education in the Middle 
Ages, the chief intellectual preoccupations were law and medicine, 
respectively. This informal band of teacher and taught soon came to 
be known as a studium generale. It was not long, however, before a 
stronger organization was needed. In Paris the teachers, or “masters” 
as they were called, ran afoul of the chancellor of the cathedral of 
Notre Dame. The chancellor, because it was his duty to license 
masters, tried to exercise more far-reaching control over them than 
they were willing to accept. Consequently, they banded themselves 
together to resist his power. In Bologna it was the students who 
banded together to control the conditions under which instruction 
was given by their teachers, or "doctors”^ as they were called there. 
Frequently students and masters or doctors joined forces to protect 
themselves from the encroachments of the townspeople, upon whom 
they were dependent for food and lodging. 

In the course of time this closer organization took the medieval 
legal form of a uniuersitas. In twentieth-century parlance a univermtas 
would be a “corporation.”’ In other words, medieval students and 
masters or doctors incorporated themselves, and this corporate organi- 
zation of higher education came to be known as a univeraitas magiatro- 
rum ei acholarium. Later it was convenient to shorten this title to its 
first term or its Anglicized form, “university." Because the university 
was a corporation, it had, like any modem corporation, to get a charter. 
It could get this from either the state or the ehurch as both were active 
in medieval times in fostering higher education.* 

The internal organization of the medieval university varied some- 
what from place to place. Some features, however, were quite com- 
mon. The students ordinarily organized themselves by nations. 
This was partly for sentimental reasons but more practically for pur- 
poses of protection. In medieval towns strangers were never very 
weleome and often were considered quite legitimate prey for the 
townspeople. The masters and doctors organized themselves accord- 

‘ Note the etymological derivation of doctor from doctus, the past participle 
of the Latin dodtre, to teach. 

' The governing bodies of some modern universities, for example, Yale, are still 
called the ‘‘corporation.’’ 

' Universities like Oxford and Cambridge were even granted representation in 
Parliament by the sovereign. Following English precedent, the American col- 
lege of William and Mary at first had a representative in the Virginia House of 
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ing to their fields of specialization. For example, those having a 
faculty, or proficiency, in law came to be known as the “faculty of 
law.” Four faculties were usually recognized, law, theology, medi- 
cine, and arts. Over each faculty presided a dean, who originally 
held this office by virtue of being the senior member. Over the whole 
university stood the rector, who in the course of time came to supplant 
the chancellor. 



Classroom Lecture in a Medieval University 


The course of instruction in the medieval university seems to have 
been organized into three levels. Since lectures and disputations were 
carried on in Latin, the first prerequisite of the medieval university 
student was a thorough command of Latin. Of course, he was 
expected to know some Latin when he came to the university, but 
nevertheless he usually spent his first years at the university perfecting 
his Latin while he also pursued the liberal arts — or at least their medi- 
eval epitome. On satisfactorily completing this training, the medieval 
student was admitted to the degree of bachelor of arts and to the second 
stage of his work, candidacy for the degree of master of arts. During 
this period he attended lectures chiefly in the dialectic, metaphysics, 
politics, and ethics of Aristotle. At the conclusion of this work he 
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stood a test, which finally admitted him to the coveted master’s degree. 
On gaining this degree he might or might not take a third period of 
training by entering one of the higher faculties such as law or theology. 

There were two principal ways in which instruction was carried on at 
the medieval university, the lecture and the disputation. Much of the 
instruction took the form of lecturing because of the great scarcity of 
books in this period before the invention of printing. On this account 



Disputation — Medieval UKiviBsiTir 


lecturing often amounted to nothing more than an instructor reading 
to his students out of his own book.* It should not be surprising, 
therefore, that most universities had regulations on the rate at which 
readings, or lectures, were to be given. Care had to be exercised to 
guard against such rapid reading that the students could not take 
adequate notes. Care also had to be taken that lectures were not so 
slow that the teacher stretched out their number and thus received a 
larger fee. Lectures were als(j both ordinary and e.xtraordinaiy. The 
ordinary lectures were given in the morning and by the master or 
doctor himself. Extraordinary lectures were usually given at odd 
times by advanced students and consisted in a repetition of the 

* For another account of this method of instruction, see supra, pp. 180-182. 
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master's lecture for the benefit of those whose notes were incomplete 
because of dozing or lack of diligence. 

The great danger of the lecture was that it tended to become dog- 
matic. Some relief from the dogmatism of the book was achieved 
throtigh the master’s gloss. That is, in reading his book the master 
sometimes took occasion to comment on the text, to elaborate or amend 
it. Still further relief was gained through the disputation. As already 
mentioned, higher education arose in the Middle Ages out of people’s 
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desire to participate in the great theological controversies of the time. 
Lectures provided weapons to enter these controversies, but disputa- 
tions provided an arena in which to practice them. Disputations 
were debates in which one student or master would maintain a thesis . 
against another student or master. While the logic of the argument 
followed the rules of Aristotle’s Organon, nevertheless there was 
considerable latitude for a student to exercise all the ingenuity he 
could command. 

The supreme objective of university study was, of course, the award 
of the master’s or doctor’s degree. In the formal award the degree was 
granted, as it still is, “with all the rights and privileges pertaining 
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thereto.” Just what were these coveted rights and privileges for 
which the medieval student sacrificed so much? Chief was the right 
to practice his profession or teach in the field of his specialization. It 
was not only the right to teach that was coveted but the right to teach 
anywhere, the jus vbique docendi. The older universities easily 
attracted students because their degrees were recognized everywhere 
without question. The best way open to younger universities to 
overcome the handicap of their late founding was to take their charter 
from a universal sovereign, a pope or an emperor. The imprimattir of 
such a sovereign would, of course, command the respect and recogni- 
tion that would entitle the degree holder to his rights anywhere. 

The privileges that university degrees conferred upon their recipi- 
ents were several. Principally they conferred exemption from taxa- 
tion, exemption from military service, and exemption from trial in the 
courts of the civil magistrate. If university students fell afoul of the 
law, they were privileged to have their cases tried within the jurisdic- 
tion of the university. At a time when a rather crude sort of personal 
justice was often administered by the local duke or baron, it was no 
mean privilege to be tried within a jurisdiction where men were 
skilled in the study of law. It will be quickly recognized that the 
immunities regarding taxation and military service were not altogether 
new with the Middle Ages. Honorable and long-standing precedent 
for such privileges extended back to favors conferred upon teachers of 
higher education by emperors of the Roman Empire themseves.* 

The social significance of this practice of bestowing privileges on 
the educated both in ancient and in medieval times was to encourage 
learning by placing a premium upon it. After the latter part of the 
Renaissance there was a marked tendency for sovereigns to withdraw 
these privileges or permit them to fall into desuetude. The fact that 
they did so is evidence that the higher learning had become so well 
established that there was no longer need to encourage it by civil 

' Note how these privileges were mentioned in the charter of the colonial college 
of Brown, 1764. Thus “for the greater encouragement of the Seminary of leam- 
^ing, and that the same may be amply endowed and enfranchised with the same 
privileges, dignities, and immunities enjoyed by the American colleges, and 
European universities, We do grant, enact, ordain, and declare. That the College 
estate, the estates, persons, and families of the President and Professors, for the 
time being, lying, and being within the Colony, with the persons of the Tutors and 
students, during their residence at the College, shall be freed and exempted from 
all taxes, serving on juries, and menial services: And that the persons aforesaid 
shall be exempted from bearing arms, impresses, and military services, except in 
case of an invasion." Norton, A. O., Readingt in the History of Education, p. 102, 
Harvard University, Cambridge, Mass., 1909. 
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exemptions. The exemption from taxation, however, which was with- 
drawn from individuals, was still pretty generally allowed to attach 
to the property of the university as a whole.' 

It should be noted that the bachelor’s degree never carried the 
rights and privileges which were such an important part of the master’s 
and doctor’s degrees. This was because the bachelor’s degree was 
originally just a permission to become a candidate for an advanced 
degree. Of course, it came at the conclusion of the student's prelimi- 
nary work at the university, but at hrst it drew its significance almost 
entirely from the period of study it opened up rather than the one it 
concluded. In the course of time, however, many who had no inten- 
tion of using their studies to gain an opportunity to teach came to study 
at the university. In proportion as this practice became common, the 
bachelor’s degree gained recognition as a terminal degree. 

The whole system of the medieval university with its hierarchy of 
degrees had its exact counterpart in the medieval guild system. Just 
as guilds were the form in which the various crafts organized them- 
selves, so the universities 'were really guilds of the craft of scholars. 
The master of arts in the university corresponded directly in status to 
the master workman in one of the guilds, 'fhe bachelor of arts corre- 
sponded to the joumej’man, and his degree indicated that he was serv- 
ing an apprenticeship in the arts. The disputation in which the 
bachelor maintained a selected thesis against all comers as evidence of 
his qualification to be licensed as a master of arts corresponded to the 
piece of workmanship a journeyman might present to prove his fitness 
to be made a master of his craft. 

The system of degrees was the means the university employed to 
hold high the quality of its own membership. The discipline that this 
provided also enabled the university to present a united front to the 
townspeople when disputes arose between them. This was a very 
important asset, for strained relations between town and gown have 
been almost as old as higher education itself. Quarrels between the 
two have most often arisen over rents and the quality and price of 
victuals and drink. For long the university held the whip hand over 
the town through its threat to exercise the right of cessatio, that is,' 
ceasing to hold classes in that particular town and resuming them some- 
where else.* This right was easy to exercise when, as at Paris, the 

‘ It ia iiitcrcsting to note how American municipalities tried to encroach on 
even this privilege during the severe economic depression from 1929 onward, claim- 
ing that universities should pay taxes. 

’ The tight of cessatio corresponds to the modern strike. It was so powerful 
a weapon when wielded by an organixed corporate body that it is small wonder 
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university met in an odd assortment of rented buildings on "Stiaw 
Street,” so called because of the straw strewn on the floors where the 
students sat. Under such circumstances it amounted to little or 
nothing to puU up stakes and move elsewhere. When, however, the 
university became possessed of permanent buildings, this was not so 
easy to do and thereafter the town faction was more able to wage equal 
combat with the gown. Occasionally, even as late as the twentieth 
century, these combats resolved themselves into riots or even pitched 
battles. 

The term "gown” has been taken symbolically to refer to the 
university because many of the students were clerics and therefore 
clerical dress became customary for even those students who did not 
plan to seek ordination on the completion of their studies. This 
custom has persisted into the twentieth century, in which the cleric’s 
gown or some adaptation of it constitutes official academic costume. 
The clerical influence is easily detectable in the loose flowing robe and 
hood. The many colors of the hood were added much later to desig- 
nate the wearer’s degree and the institution from which he took it. 
The cut of the academic costume in some European universities clearly 
shows the influence of llenaissance styles. At Oxford and Cambridge 
the wearing of an abbreviated gown is a daily custom, but in the United 
States academic costume is worn only on ceremonial occasions such as 
commencement. The ritual of this occasion, if studied closely, will 
also often reveal clerical origins. Tlie academic procession and the 
order of awarding degrees not infrequently take their cues from eccle- 
siastical ritual. 


ORIGIN OF THE COLLEGE 

The age of students at the medieval university varied widely. The 
candidates for the arts degree at Paris, for instance, were considerably 
younger than the students studying law at Bologna. Fifteen was not 
at all an uncommon age for students at the former university. Natu- 
rally, there was great danger that youths of this age would be tempted 
to spend their time in sloth and riotous living rather than in diligent 
application to their studies. To offset this danger, colleges were 
founded. At first the college w'as just a hospice, hall, inn, or hostel 
under the charge of a master. He enforced discipline, which was based 
on rules not unlike those governing monasteries. Gates were closed 
at sundown. The industrious were encouraged, and the indolent were 
sternly reminded of their duties. 

that the right of masters and students to organize was nt first fought as unlawful, 
just as were trade unions in their inception at a later day. 
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In the course of time, endowments began to accrue, and colleges 
became fixtures in university life. But, more important, the college 
began to take on educational significance. The master in charge began 
to assume tutorial functions. Moreover, colleges became obviously 
convenient places at which to give extraordinary lectures, or repeti- 
tions. Later, professors, too, took up residence in these colleges and 
even gave their ordinary lectures there. 

Colleges never reached the importance at Paris or elsewhere at 
Continental universities that they did in England at the universities of 
Oxford and Cambridge. There by the sixteenth century the colleges 
became almost autonomous. Ordinary lectures in the colleges virtu- 
ally superseded university lectures when students no longer were 
required to attend the latter. In fact, the English university became a 
collection of communal colleges; the university still awarded all degrees, 
but the college took responsibility not only for training its members in 
the liberal arts but also for supervising them in moral discipline. Even 
the conventional college architecture of the quadrangle conformed 
to the communal character of the college. 

When the Society of Jesus was founded as part of the Catholic 
Counter Reformation, it decided to cast its famous educational institu- 
tions in collegiate form. In organising their colleges, however, the 
Jesuits distinguished between an upper and a lower college although 
the two were at first part of the same institution. In the course of 
time the lower colleges became differentiated and even separated as 
secondary schools, while the upper colleges continued to give instruc- 
tion of university grade as they always had. The administrative 
pattern of the Jesuitical college followed that of the medieval university. 
At the head was a rector, who was assisted by a chancellor, or prefect 
of studies, whose duty it was to organize the curriculum, direct disputa- 
tions, and decide upon those fitted to receive degrees. The rector was 
further to be assisted by the deans of faculties. Yet in spite of such 
assistance the rector was not relieved by the RcUio Studiorum from 
paying occasional visits to classes, even the lower ones, and to both 
public and private disputations.' 

The seventeenth-century founders of Harvard, when they estab- 
lished this first of the nine colonial colleges in America, took the English 
college as their model. The college men among the founders were 
mostly graduates from Emmanuel College at Cambridge University, 
England. As Emmanuel College was strongly Puritan, it is more than 
likely that Harvard’s founders intended to erect another Emmanuel 
in the town of Cambridge, Massachusetts. The founding of Yale in 

‘ Fitzpathick, E. A., Ignatius Loyola and the Ratio Studiorum, pp. 114-117, 
122, 138, 141, McGraw-Hill Book Company, Inc., New York, 1933, 
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New Haven, Connecticut, at the opening of the next century followed 
the same pattern. 

The chief features of these and other American colleges were like 
those of their English prototype. Thus, the distinguishing feature 
of the American college was its communal character. The college was, 
so to speak, a large boarding school for pupils of more mature age. 
Responsibility for moral oversight as well as academic instruction 
devolved upon the officers of the college for all in residence there. 
Regulations for the control of students’ personal Uvea were prescribed 
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Tj'pical of rollogr buildings at Oxford and Cambridge about the time of the founding 
of Aniei'icaii rollogt's. Note the quadrangular design of the college. The chapel is in 
the cpiitor with ^itudciit rooms at the left and ’'buttery” at the right. This design 
fauililatod rloso suiUTviftion of student life. It has become an increasingly popular 
form of university architecture in the United States. 

down to such minutiae as mis.spemling time and wearing improper 
garb. On the academic side tliese regulation.s were matched by close 
prescription of the collegiate cour.se of study. All pursued the same 
fixed curriculum through the four-year college course. College work 
was further organized, not by individual courses, but by college classes, 
that is, by college generations -freslunan, sophomore, junior, and 
senior classes. Not infrequently, the president taught the senior 
class. ^ Finally, all progressed toward the same academic degree of 
bachelor of arts.* 

‘ It was this arrangement, undoubtedly, which accounted in no small measure 
for the grip which presidents like Mark Hopkins at Willi.ims and Timothy Dwight 
at Yale had on the undergraduates of their day. And usually it was that part of 
the senior course devoted to “moral philosophy” whieh gave the president his 
greatest opportunity to mold the mind of the next generation. 

* For a nineteenth-century defense of this traditional college pattern, see 
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Although faithful to the commimal character of the English college, 
higher education in colonial America did make one important innova- 
tion in its administrative organization. At Oxford and Cambridge 
controlling authority was vested in a bicameral body composed of the 
faculty on the one hand — the “lesser congregation” — and of the 
graduates on the other — the “greater congregation.” Naturally, at 
its founding Harvard had no graduates to form a greater congregation. 
To overcome this inescapable handicap, an innovation in the control 
of higher education was instituted, and a board of overseers was 
appointed. At William and Maiy, it was a board of visitors. The 
main management of academic policies, however, was still vested in 
the president and fellows. As the Harv'ard faculty at first were 
accounted fellows, this type of cmtrol was not unlike the medieval 
pattern according to which the rector and faculty held much of the 
power. But the Harvard faculty later lost even this time-honored 
power when, after a protracted struggle, they were excluded from sit- 
ting on the governing board of fellows. 

The innovation of unicameral rule by a president and fellows, who 
operated like a board of trustees, received its most popular demonstra- 
tion at Yale, Harvard’s great rival. There the fellows were a self- 
perpetuating body, at first drawn from the suiTounding Congregational 
clergy. This clerical control should occasion no surprise, for it was 
a band of Congregational preachers who had been largely instrumental 
in starting the “collegiate school” in New Haven. For similar rea- 
sons, the board of control at Brown was composed of Baptist ministers 
and at Princeton of Presbyterians. As yeare passed and as secular 
interests occupied a larger share of men's thoughts, more and more lay- 
men took places on these boards. Among these laymen a liberal num- 
ber of alumni began to apjxtar when colleges undertook to solicit 
financial support from their growing “greater ctuigrcgations.” But, 
whether control was lay or clerical, it was Yale’s unicameral rather 
than Harvard’s bicameral governing body that was copied by the 
newer colleges as they were founded. 

PUBLIC vs. PRIVATE CONTROL OF THE COLLEGE 

In spite of the clerical control and even clerical origin of many of 
the colonial colleges, few if any of these institutions w'ere able to dis- 
pense with some financial assistance from their colonial governments. 
Yet, though the government subsidized the colleges it had chartered, it 
never assumed a relation toward them such as it did toward the state 

N. Porter, The American Collegea and the American Pvblic, Chaps. 8, 10, Charles 
C. Chatfield & Company, New Haven, 1870. 
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colleges and universities of the nineteenth and twentieth centuries. 
The state was willing to foster higher institutions of learning but not to 
assume primary responsibility for their support and control. 

The gradual disestablishment of the various colonial churches by 
the states, commencing with Virginia in 1789, created a situation that 
required a readjustment of the relation of state and church in higher 
education. The secularism and democracy of French Revolutionary 
thought inspired many Americans to think in terms of public control 
of higher education. Any public encroachment on the prerogatives 
of the colonial colleges, however, was obviously destined to produce 
resistance. The American Eevolution simplified the problem for New 
York. King’s College ceased to exist so that when the war W'as over 
the state could start afresh in its chartering of Columbia. In Con- 
necticut the problem was more complicated. The state tried to 
exercise a modicum of control over Yale but was rebuffed. In retalia- 
tion it withdrew its annual grant-in-aid. After some years of dis- 
agreement public and private interests settled their differences by an 
arrangement that made the governor and lieutenant governor of the 
state ox officio members of the Yale corporation.’ This solution also 
served to settle a later contest between Harvard and Mas-sachusetts. 

Yale and Harvard, however, merely compromised the issue of 
public vs. private control of higher education. The real hcacl-oii clash 
between these two forces occurred in the case of Dartnioulli College 
in New Hampshire. The Dartmouth charter was granted by the 
Knglish crown to a self-pcrpctuating board of tnistces just Iiefore the 
outbreak of the Revolution. No issue in the control of the college 
arose till the second decade of the nineteenth century. At that time 
the state of New Hampshire sought to reorganize the college as Dart- 
mouth University. The trustees resisted and engaged no less a lawyer 
than Daniel Webster, a former alumnus, to argue its case before the 
rourts. 

The case was first argued in the courts of New Hampshire, where 
the ti-ustccs lost their ease. But on appeal to the Supreme Court of the 
United States this decision was rcvei’sed by a famous decision of Chief 
Justice Marshall in 1819. Since then the case has been known as 
the “Dartmouth College ca.se.’’* In Marshall’s opinion the act of the 
state of New' Hampshire was unconstitutional because it impaired the 
Dartmouth charter and therefore contravened that provision in the 
Federal Constitution that enjoined states against impairing the ohliga- 

’ Yale’s president, Esra Stiles (1727-1795), was surprised and delighted that 
the "civilians” acquiesced to being a minority in the corporation. 

* Trustefs of Dartmouth College v. Wooduxerdf 4 Wheaton 518 (1819). 
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tion of contracts. Such reasoning could hold only if Dartmouth was a 
private rather than a public corporation, and thus Chief Justice 
Marshall had to deal with this issue as well.^ 

Friends of the college took the view that it would be dangerous to 
regard the college as a public corporation because the fate of the college 
would then become subject to the rise and fall of popular majorities. 
Moreover, future benefactors of the coUege might be alarmed, for they 
would have no assurance against interference with the objects of their 
bounty. Learned professors, too, might be deterred from a life of 
scholarship if title to their chairs were made to depend precariously on 
the popular will. 

Friends of the state had just theopposite anxieties. They preferred 
to regard Dartmouth College as vested with a public interest. Indeed, 
they contended that the prosperity of higher education in the state 
depended entirely upon the public esteem in which it was held. 
Relieve the college trustees of responsibility to papular majorities and 
suspicion was bound to arise whether the college was being administered 
in the broad interests of public welfare or in the narrow interests of 
private, sectarian, or party benefit. Worse yet, once this suspicion got 
abroad, it would avail the college little, if at all, that palpable mis* 
conceptions ruled the popular mind. 

As is well known. Chief Justice Marshall sided with the friends 
of Dartmouth College. Both he and Daniel Webster were members 
of the conservative Federalist party. In spite of the French and 
American Revolutions, or perhaps l>ecause of their excesses, these 
men lacked a thoroughgoing confidence in the judgment of the com- 
mon man. Thomas Jefferson, however, father of American democ- 
racy, expressed grave anxiety over this want of confidence. “The 
idea that institutions established for the use of the nation cannot be 
touched nor modified,” he wrote apropos of the Dartmouth College 
case, “even to make them answer their end, because of rights gratui- 
tously supposed in those employed to manage them in trust for the 
public, may perhaps, be a salutary provision against the abuses of a 
monarch, but it is most absurd against the nation itself.”^ 

In spite of this pointed criticism the Dartmouth College case came 
to be revered as one of the great bulwarks of academic liberties in the 
United States. Writing in his Commentaries on Ameriain Law, 

* For an elaboration of this issue, see J. S. Bnibacher, "A Reargument of the 
Dartmouth College Case,” Edvcalionai Trends, 8; 6-11, May-June, 1940. 

• Quoted in C. Warren, The Supreme Court tn V.S. History, vol. 1, p. 484, 
Little, Brown & Company, Boston, 1922. See J. M. Shirley, The Dartmouth 
College Cases, p. 107, G. I. Jones, & Co., St. Louis, 1879. 
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Chancdlor Kent no doubt expressed the popular estimate of the case 
when he said that it “did more than any other single act proceeding 
from the authority of the United States to throw an 'impregnable 
barrier around all rights and franchises derived from the grant of 
government, and to give solidity and inviolability to the literary, 
charitable, religious, and commercial institutions of out country.’’^ 

mCREABE IN INSTITUTIONS OP HIOHBB EDUCATION 

The Dartmouth College case had a notable effect on the expansion 
of provisions for higher education in the period between its decision and 
the Civil War. During the colonial period, 9 colleges had been 
founded. In the period from the Revolution to the Dartmouth College 
case this number was augmented by only 12 more new colleges. In 
the next period, however, some 500 colleges were founded. There were 
various causes of this tremendous effort to expand higher education. 
At least two of them can be associated with the Dartmouth College 
case. 

Most notable of the influences of the Dartmouth College case was 
the severe setback it administered to public and secular interests that 
had sought to obtain some measure of control in the policies of the 
existing private colleges. Their reaction to this rebuff was to launch 
out in the direction of founding state institutions of higher learning. 
Only in the case of the University of Virginia, however, did this effort 
succeed both as a public and as a secular enterprise. In nearly every 
other instance strong religious pressures succeeded at least in delaying 
the secular state in its progress toward a secular state university. 

As colonial colleges like Harvard and Yale exhibited English influ- 
ences upon American higher education, so the University of Virginia 
exhibited French influences.* And the influence of the French Revolu- 
tion it was at that, as might have been expected in this favorite child 
of Thomas Jefferson’s public life. In the founding of this great state 
university secular purposes were as prominent as religious ones were 
in the founding of the colonial colleges. Thus, Jefferson made careers 
in agriculture, commerce, and industry concerns of the University of 

* Quoted in L. B. Richardson, History o/ Dartmoidh College, vol. 1, p. 344, 
Dartmouth College Publications, Hanover, N.H., 1932. Sir Henry Maine, the 
great English legal scholar, called the Dartmouth College case “the bulwark of 
American individualism against democratic impatience and socialistic fantasy.” 
Quoted in Warren, op. cit., p. 491. 

• There were French influences at Georgetown, too, where many Jesuits, exiled 
from France, took asylum. See F. P. Cassidy, Catholic College Foundations and 
development in the United Stales, 1677-1850, Catholic University of America, 
Washington, D.C., 1924. 
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Virginia along with the more conventional interest of higher education 
in such careers as medicine, law, and theology. In its curriculum he 
gave prominence to mathematics and science along with the more 
usual classical languages. Also high among his objectives for the Uni- 
versity of Virginia was instruction in the principles and structure of 
government itself. And, not least, studies were to be elective. 

Of the other state universities founded in this period perhaps the 
most successful was the University of Michigan. There German influ- 
ences were pronounced. The hope was to have an institution that 
approached the quality and discipline of the German university rather 
than tlie English communal coUege. Indeed, voices in high places 
raised the qiicstion whether it was not time to discontinue the commu- 
nal character of the college. At least it was proposed that Michigan 
experiment with boarding students about town so that its limited 
financial resources might be invested in the academic educational 
program instead of in doimitories. In the curriculum secular interests 
were to be played up and theological ones kept in perspective. Yet, in 
spite of these bold plans, progress was almost discouragingly slow. 
The heyday of this and other state universities did not really come 
till after the Cb'il War. Then the Federal munificence with which 
the Ordinan(!e of 1787 endowed the systems of education in the new 
states cut from the public domain began to yield handsome dividends 
indeed. 

Perhaps most active in founding new colleges were the various church 
denominations. After losing the long struggle to control the new state 
universities in the interests of religion, the churches finally bowed to 
the inevitable implications of the separation of church and state.* 
For them the chief implication wa.s the necessity for founding denomi- 
national colleges. Fortunately, they could move confidently forward 
in this mission since the Dartmouth Gollege decision assured them, as 
Chancellor Kent had remarked, of the “inviolability” of any charters 
they might obtain. The growth of denominational colleges fed readily 
on the vigorous religious evangelism of the time. This evangelism wa.s 
particularly strong on the American frontier, and it was there that 
many of the new colleges held their first classes. In a sense, these 
colleges were advance agents of the church militant wherein each 
denomination w'as bent upon extending a sort of religious imperialism 
of its own. 

Unfortunately for the tremendous increase in the number of col- 
leges, the frontier was neither thickly enough settled nor possessed of a 

* For example, see Ij. L. Gobbel, Ckurch^stale Relationships in Education in 
North Carolina since 1776, Duke Univereity Press, Durham, N.C., 1938. 
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high enough standard of living to sustain the increase adequately. 
Many institutions commenced operating in such humble circumstances 
as to be called “log-cabin colleges.” Many others sought to meet 
expenses in part by introducing Fellenberg’s manual-labor program 
for students. Fellenberg had urged manual labor on grounds of 
educational theory,* but these frontier colleges seized upon it for its 
economic usefulness. In nearly every case the necessary work was so 
arduous and time-consuming that either the work program or the 
academic program had to suffer. The mortality among these colleges 
was therefore very high. But so it was among other denominational 
colleges as well. Denominational rivalry, internal dissension, unfavor- 
able geographical location, disaster by Pre — all were mortal enemies of 
these struggling colleges. In fact, of the whole 500 colleges founded 
during this period for denominational or other reasons only about 200 
managed to survive as permanent additions to the country’s list of 
higher institutions of learning. 

State universities and denominational colh'ges were not the only 
institutions to be founded to swell the opportunities for higher educa- 
tion before and after the Civil War. This was also the period in which 
higher education of a technical nature first began in this country. 
The colonial colleges had been almost exclusively absorbed with a 
linguistic curriculum featuring Latin and Greek and preparing for the 
professions, especially the ministry. As the effects of the Indu- trial 
Itcvolution spread more and more widely in the nineteimth century, a 
demand arose for higher education that was technical in character. 
The lirst institution to offer such training was the Rensselaer Poly- 
technic Institute, founded in 1824 at Troy, New York. In the middle 
of the century Harvard and Yale followed suit. Harvard by setting 
up the Lawrence Scientific School and Yale the Sheffield Scientific 
School on their respective campuses. The Massachusetts Institute 
of Technology came into being in the year in which the CivU War 
closed. 

When Rensselaer Polytechnic Institute opened, its courses in 
applied science included agriculture as well as mechanics. There was 
not much demand for advanced training in agriculture, however, till 
the decade before the Civil War. At the end of that decade President 
Buchanan on constitutional grounds vetoed a bill sponsored by 
Senator Justin S. Morrill of Vermont that would have subsidized the 
states with land grants from the public domain to set up colleges of 
agriculture and mechanical arts. The problem of food supply during 
the Civil War led to a renewed demand for Morrill’s bill, and it was 

* For a fuller account of tbis theory, eee supra, p. 281, 
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finally passed in 1862 ^th the signature of President Lincoln, who had 
no constitutional scruples in signing it. The several states lost little 
time in taking advantage of this Federal munificence and early 
set up what since have become well known as our “land-grant col- 
leges.” In some cases, instead of chartering new foundations, the states 
used this endowment to establish schools of agriculture and mechanical 
arts in conjunction with institutions already flourishing within their 
borders. Many of these “A & M colleges” later expanded into the 
field of the liberal arts and sciences as well, a development anticipated 
in the original act. The social dividends from this legislation were so 
rich that at the close of the century the Federal government passed a 
second Morrill Act appropriating an annual cash subsidy to these 
institutions. 


THE HIGHER EDUCATION OP WOMEN 

Another new and important direction in which the facilities of 
higher education were expanded in the middle and latter part of the 
nineteenth century was in the provision made for the higher education 
of women. The pages of history prior to this century had not been 
devoid of instances of very well educated women. One might, for 
instance, mention women like Hdloise, Catherine of Aiagon, or Mary 
Wollstonecraft. Yet, women of this sort were distinctly exceptions 
rather than the rule. The popular attitude toward women’s education 
was more truly stated by Rousseau (1712-1778) when he descrilied the 
education of Sophie, Emile’s future wife. Her education was to be 
quite superficial and subordinate to that of her future husband. 

Even then, Rousseau probably overstated the case for the education 
of women since the Sophie he had in mind definitely belonged to the 
upper strata of society. On the whole, the general notion was that 
woman’s social function of childbearing and home management did not 
require and would not be improved by the sort of formal education 
offered in the schools. Because for long W'omen had had no very 
intellectual function to perform for society, many people fallaciously 
concluded that women did not have the intellectual capacity to benefit 
by such an education even if it were offered to them. Others argued 
that, even if women could profit by such an education, it would make 
them less refined. In the nineteenth century, statistics were adduced 
to prove that the fertility of women declined as the amount of their 
formal education increased. Many who made much of these figures 
overlooked the fact that they were equally true of men. 

It was not until the nineteenth century that serious inroads were 
made into the popular prejudice against the education of women. In 
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this century a happy combination of circumstances, however, advanced 
the cause of women’s education to a rank on a par with that of men. 
Perhaps the two most important circumstances were economic — the 
Industrial Revolution and the settlement of the American frontier. 
In both these movements women frequently proved themselves of 
equal or nearly equal worth with men. These conditioning sociological 
factors fortified, and in turn were reinforced by, the democratic 
equalitarianism that had been stimulated by the American and French 
Revolutions. Religion blew both hot and cold on the further educa- 
tion of women. Its story of the eviction from the Garden of Eden 
fostered a notion of the moral inferiority of women, while its “new 
dispensation” greatly improved their status by making the sons and 
daughters of men equal in God’s sight. 

In the light of this latter insight, especially as interpreted by the 
Protestant Reformation, it became as necessary for girls to learn to 
read as it was for boys. Hence, in the common schools of the American 
colonies, coeducation was a not uncommon phenomenon.^ While 
girls had no entree to the Latin grammar school, the academy move- 
ment in the eighteenth century included a few academies for girls. 
Many of these academies, however, never rose much above the level 
of finishing schools. In the nineteenth century the idea rooted and 
persisted in the minds of a few notable woman pioneers that there 
should be educational facilities for women, higher as well us secondary, 
which should be the equal in every respect to those for men. 

To three women in particular, Emma Willard (1787-1870), 
Catherine Beecher (1800-1878), and Mary Lyon (1797-1849), goes 
the credit for pioneering this idea.* Emma Willard and Catherine 
Beecher inaugurated seminaries, the one in New York and the other 
in Connecticut, which demonstrated quite clearly that, given an equal 
opportunity, girls could succeed in studies just as inteliectually 
rigorous as those of their brothers. In 1837 Mary Lyon founded 
Mt. Holyoke, a seminary too. but Mt. Holyoke had the distinction 
before the century was out of being elevated to collegiate grade. 
Mt. Holyoke was not the first women’s college, that distinction going to 
Vassar founded just after the Civil War, but it did enjoy a longer 
tradition. 

^ For a history of coeducation, with emphasis chiefly on England, see L. B. 
Pekin, Coeducation, Chaps. 5-7, Hogarth Press, Dindon, 1939. 

* For a fuller account of these women, see W. Goodsell, Pioneers of P/omc^s 
Education, McGraw-Hill Book Company, Inc., New York, 1931. For the history 
of women’s education in general, sec T. Woody, A History oj the Education of 
Women in the United States, 2 vols., Science Press, Lancaster, Pa., 1929. 
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While colleges like Mount Holyoke and Vassar were as strictly for 
women as colleges like Princeton and Dartmouth were for men, it is 
notable that in many of the new state universities of the Middle West 
the coeducation of men and women was practiced from the first. 
Indeed, the capability of women to absorb the higher <!(lucation of 
men had not long been established before the idea was broached that 
the old-line men’s colleges open their facilities to the education of 
young women. Only a few like Harvard and Columbia listened to 
the plea. But even they refused to admit women to the same classes 
with men. Instead, they made their libraries, laboratories, and 
faculty available for women through a separate college organization, a 
sort of “annex” to the main body. At Harvard this annex came to be 
known as Hadcliffe and at Columbia ns Barnard. 

DEVELOPMENT OF LIBEHAL EnUCATION 

So far the development of collegiate education has been traced 
with only incidental reference to the kind of education offered there. 
From the beginning, the American colonial colleges awarded the 
bachelor-of-arts degree. This fact will readily indicate that the cur- 
riculum was composed of the traditional liberal arts taught at the 
medieval university and inherited by it from classical anti(iuity. 
The ideal of liberal education, however, did not stand BtUl from medi- 
eval to colonial times, nor from colonial to modern times. In order 
to understand the changes that liberal education underwent in the 
American colleges it will be well to trace the ideal from its earliest 
origins among the Greeks. 

Liberal education, as it took form among the Greeks, had several 
aspects.^ Perhaps the initial aspect to consider is the one revealed by 
the etymology of the word “liberal." This word takes its root 
in the Latin word liber, meaning “free.” There are many conditions 
of freedom, but the one to which the Greeks referred in speaking of 
liberal education was political and economic in character. Liberal 
education, therefore, was the sort of education that was appropriate 
for a freeman in contrast to the sort that was appropriate for a slave. 
Obviously, the education of a freeman, who was a citizen, voted, held 
public office, and bore arms, would be widely different from that of a 
slave, who did none of these thin^. The education of a freeman 
would be further widely different because, living on the work of slaves, 
he had ample leisure to devote to education, an advantage the slave 
never possessed. 

‘ For a briefer account of this whole section, see C. M. Hill and J. S. Brubachor, 
“The Criteria of Liberal Education,” Yale Scientific Magazine, 18: Iff., May, 1944. 
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This early conception of liberal education was well stated by 
Aristotle (384-322 b.c.) when he wrote in his Politics, “There is a 
distinction between the liberal and illiberal subjects, and it is clear that 
only such knowledge as does not make the learner mechanical should 
enter into education. By mechanical subjects we must understand 
all arts and studies that make the body, soul, or intellect of freemen 
unserviceable for the use and exercise of goodness. That is why we 
call such pursuits as produce an inferior condition of body mechanical, 
and all wage-earning occupations. They allow the mind no leisure, 
and they drag it down to a lower level. There are even some liberal 
arts, the acquisition of which up to a certain point is not unworthy of 
freemen, but which, if studied with excessive devotion or minuteness, 
are open to the charge of being injurious.”* 

This statement of Aristotle’s shows two further aspects from which 
the concept of liberal education must also be examined. Apparently, 
liberal education should be broadly general rather than narrowly 
specialized. Indeed, the Greeks had a phrase for it, tysiKkios raiStla 
which was rendered into Latin as encyclius disciplina and the meaning 
of which might be caught in English by the phrase "all-round training" 
or “ well-rounded development.”® To the aesthetic Greek this ideal of 
liberal education implied a harmonious development of the physical, 
moral, and intellectual qualities of the individual.* To ensure this 
well-balanced development the Greeks evolved a curriculum, later 
known as the seven liberal arts, that included all that a young freeman 
of those days should properly know. The seven liberal arts consisted 
of a trivium of grammar, logic, and rhetoric and a quadrmum of 
arithmetic, geometry, music, and astronomy.* 


* Abistoti.b, PolUics, Dk. VIII, Chap. 2, in Burnet, J., Arialotle on Education, 
University l^ress, Cambridge, London, 1913. 

*Scc H. Parker, “The &ven Liberal Arts,” Thr English Uialorical Review, 
5: 424-425, July, 1890; see also W. Jaeger, Paidria, pp, 314-317, Oxford University 
Press, New York, 1939. 

’ Overdoing any of those qualities impairs liberal education. The exaggeration 
of physical education has led to athleticism, of moral education to aacelicism, and 
of intellectual education to scholasticism, See I. L. Kandel, History of Secondary 
Education, pp. 6-7, Houghton MifBin Company, Boston, 1930. 

‘Although the number of liberal arts was conventionally set at seven, some 
classical authors mentioned a different number. In medieval times the number 
became fixed at seven after the Christian author Cassiodorus (490-585) pointed out 
that there was Biblical backing for the number seven. Reading in Proverbs 9: 1 
that "Wisdom hath builded her bouse, she hath hewn out her seven pillars," 
Cassiodorus coneludcKl that there must be an identity between the seven libera] 
arts and the seven pillars of wisdom. See his De artibus et disciplinis liberaliun 
litterarum. 
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Although a chief dimension of liberal education was its breadth, 
it is also evident from Aristotle’s statement that liberal education, if 
any of its ingredients preponderated, was more intellectual than any- 
thing else. The activities of a freeman, clearly, were many and 
diverse. It was necessary for educational purposes, therefore, to be 
able to arrange these activities in some hierarchy of liberality. The 
worth of anything, Aristotle contended, depended on the unique or 
distinguishing character of that thing. The unique or peculiar worth 
of man, for instance, was to be found in his intellect, his capacity to 
reason. His vegetative nature man shared with plants, his appetitive 
nature with animals, but his rational nature he shared with none.‘ 
As a rational animal he was sui generis. Therefore, man’s various 
activities as a freeman were to be measured by the extent to which 
they were more or less rational in character. By this standard the 
trimum was more liberal than the qvndriuium because, with the 
exception of mathematics, the disciplines of grammar, logic, and 
rhetoric were supposed to be more purely intellectual than those of 
music and astronomy and the other sciences as they were added 
later. 

It also follows from other writings of Aristotle that liberal education 
as intellectual education must be an education pursued for its own 
sake. To be truly liberal, education must be its own end. If it is a 
means to some other end, moral, political, or otherwise, it occupies a 
servile and therefore inferior status. If, on the other hand, education 
is pursued as an end in itself, for its own sake and with no ulterior end, 
then it is truly liberal. In other words, just as the freeman is served 
and is never servant, so liberal education must be a final and not a 
contingent end.* 

The Romans perpetuated the ideal of liberal education without 
essential modification. Only an epitomised version of it, however, 
survived during the Middle Ages. Although a larger content of the 
liberal arts had been recovered by the time of the medieval universities, 
this content was quite narrowly subordinated to professional studies, 
particularly to theology. 

During the Renaissance the ideal of liberal education was revived 
more nearly in its former scope. Curiously enough, this revival 
occurred outside the walls of the universities and largely in association 
with the education of the courtier. Yet the ancient pattern was still 
visible through the words of two Renaissance educators. “We call 
those studies liberal" wrote the Italian Vergerius (1370-1445), “which 

‘ For a fuller account of this distinction, see supra, pp. 81, 105. 

* For the underlying philosophy of this distinction, see supra, pp. 103-104. 
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are worthy of a freeman.”* And the Frenchman Montaigne (1533- 
1502) drew up his remarks on education “for a boy of quality, then, 
who pretends to letters not upon account of profit (for ’^o mean an 
object as that is unworthy of the grace and favor of the Muses, and 
moreover in it a man directs his service to and depends upon others).”* 

As the scholars of the Renaissance had rediscovered the full ideal 
of liberal education in the writings of Greek and Roman authors, so it 
became customary to associate liberal education with a knowledge of 
the Greek and Latin literatures. These literatures came to be known 
as “humane letters,” belles-lettres, or, in short, the humanities. 
Their Humanism, of couise, stemmed from the fact that they were a 
portrayal of those acts and thoughts which were uniquely worthy of 
man. They reflected man in the full depth of aesthetic feeling, in 
the highest aspiration of moral purpose, and in the most brilliant 
sweep of intellectual speculation. Naturally, therefore, the humanities 
became the staple vehicle of the liberal-arts curriculum. '‘Liberal” 
and “Humanistic," indeed, became interchangeable adjectives to 
apply to higher education. 

The arts faculties of the medieval universities, though at first 
they closed the doors of their classes to the new Humanism, became in 
the end as enthusiastic about it as were the t3npical secondary schools of 
the Renaissance. Hence, the universities, too, came to identify 
liberal education vith training in the classical tongues. With the 
coming of the Protestant Reformation and its interest in reading the 
Scriptures from their Greek and Latin sources, it became evident that 
the new training in classical literatures was as useful in preparing 
clergymen as it was in training courtiers or gentlemen. Consequently, 
at a Puritan college like Emmanuel and particularly at an offshoot 
like Harvard the ancient ideal of liberal education became compounded 
not only with linguistic elements but with ministerial ones as well. 

This better than anything else accounts for the frequent statement 
that the early colonial colleges in America were little more than 
professional schools for the ministry. No doubt a large percentage of 
the early graduates of American colleges did find their way into the 
ministry. Yet it would be a mistake to think that, because the 
linguistic pattern of liberal education served the ministry so well, 
it served no broader purpose. As a matter of fact, it turned out 
whole generations of statesmen, jurists, doctors, and educators as 

* Quoted in W. H. Woodward, ViUorino da Fellre arid Other HumanUt EdiuxUara 
p. 102 Cambridge University Preaa, London, 1897. 

* Montaigne, M. i>b. Of the Education of Children, p. 20, G. P. Putnam's Sons, 
New York, 1891. 
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well as clergymen. That liberal education never entirely lost sight of 
Aristotle’s stricture against overspecialization is further attested by 
the fact that Yale College was founded specifically to train up men 
“fitted for public employment in chimch and state.’’^ At its founding, 
King’s College, too, gave large space to secular objectives. 

The domination of the liberal-arts college by the ministry was 
neither complete nor of long duration. What did endure for long 
centuries was the monopoly the humanities held over the approaches 
to a liberal education. This monopoly, commencing in the Renais- 
sance, was not seriously questioned till the nineteenth century. By 
that time political and economic forces released by the American and 
French Revolutions, the Industrial Revolution, and the American 
frontier began a radical alteration of the underlying sociological 
conditions that ever since the time of Aristotle had given validity to the 
traditional ideal of liberal education. The growth of political democ- 
racy and the rise of the laboring classes seriously undermined the 
time-honored social system in which political power was restricted to a 
relatively small upper class and leisure was the privilege of the few. 
In a democratic society in which everyone enjoyed political freedom 
and in which this freedom gave new dignity to the labor of the common 
man, it became urgently necessary to reconstruct the traditional 
ideal of liberal education as the education appropriate to the political 
and economic interests of a small class of the population. 

Affairs had come to such a pass by the middle of the nineteenth 
centuiy that Massachusetts Avithdrew financial subsidies to Hars^ard 
when a special committee of the legislature reported, "The college fails 
to answer the just expectations of the people of the State because its 
organization and instruction are a quarter of a century out of date. 
... It should give the people the practical instruction that they 
want, and not a classical literary course suitable only for an aris- 
tocracy.’’* In like vein the president of Brown lamented, “Our 
colleges are not filled because we do not furnish the education desired 
by the people. . . . We have produced an article for which the demand 
is diTniniabing . We sell it at less than cost, and the deficiency is made 
up by charity. We give it away; and still the demand diminishes.’’* 

^ A statement of President Clap of Yale in 1754 wont furthest to confound 
collegiate with professional education. “C.ollcgeB,” he wrote, "are Sodeliea of 
Ministers, for training up persons for the Work of the Ministry.” Cuap, T., The 
Religious Constitution of Colleges, T. Green, New London, Conn., 1754. 

• Moribon, 8. E., Three Centuries of Harvard, p. 287, Harvard University 
Cambridge, Mass., 1936. 

• Quoted in F. A. Walker, Discussions in Education, p. 82, Henry Holt and 
Company, Inc., New York, 1899. 
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The remedy for these conditions was sought in two directions, the 
enlargement of the college curriculum and the establishment of the 
elective principle to permit choice among the new subjects offered 
toward one’s academic degree. The chief studies that had notoriously 
been neglected in liberal education were the sciences. This neglect, 
as already seen, originated in the belief that the more naturalistic 
studies of the old qtiadrivium were less liberal than the more Human- 
istic studies of the trivium. By the nineteenth century, however, the 
natural sciences had made such startling progress that their continued 
neglect in the curricula of higher education amounted to nothing less 
than a scandal. The founding of colleges like Rensselaer Polytechnic 
Institute and the land-grant colleges was an eloquent protest against 
this scandal. 

Perhaps the most outs|)uken champion of reconstructing liberal 
education to include scientific studies was the great English naturalist 
Thomas Huxley (1825-1895). “That man, I think, has had a liberal 
education,’’ wrote Huxley, “who has been so trained in youth that 
his body is the ready servant of his will, and does with ease and pleasure 
all the work that, as a mechanism, it is capable of; whose intellect is a 
clear, cold, logic engine, with all its parts of equal strength, and in 
smooth working order; ready, like a steam engine, to be turned to any 
kind of work, and spin the gossamere as well as forge the anchors of the 
mind; whose mind is stored with a knowledge of the great fundamental 
ti-uths of Nature, and of the laws of her operations; one W'ho, no stunted 
ascetic, is full of life and fii-e, b\it whose passions are trained to come to 
heel by a vigorous will, the seirant of a tender conscience; who has 
learned to love all beauty, whether of Nature or of art, to hate all 
vileness and to respect others as himself. Such an one, and no other, 
I conceive, has had a liberal education; for he is, as completely as man 
can be, in harmony with Nature.’’* 

Tlie concession of a place to science in the college curriculum came 
more easily than did recognition of the principle of an elective curricu- 
lum. Thomas Jefferson worked for the introduction of electives at the 
University of Virginia, l)ut it was not till Charles William Eliot (1834- 
1926) came to the presidency of Harvard after the middle of the 
century that the elective principle made any real headway. In press- 
ing for this principle Eliot was aided by the predominant laissez-faire 
liberalism of the centuiy. Just as men sought freedom from excessive 
government regulations of private enterprise, so as an educational 
corollary they sought freedom from a too rigidly prescribed college 

* Huxley, T. H., Science and EdacaUm, p. 86, D. Appleton-Ontury Company, 
Inc., New York, 1891. 
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curriculum. The utilitarianism often associated with laisses-faire 
liberalism also was a factor aiding the elective principle. To Eliot 
freedom was an indispensable condition for the capable student who 
knew what he wanted.* 

At any rate, as liberal education threatened to take its meaning 
in part from naturalism, liberalism, and utilitarianism, the protagonists 
of the former conception of liberal education rushed to the defense of 
tradition. Among the earliest to take the field in support of a liberal 
education based on the classics was a joint committee of the Yale 
faculty and Yale corporation, which issued its report in 1828. "The 
two great points to be gained in intellectual culture," declared this 
committee, "are the diacipltne and thibfumiture of the mind; expanding 
its powers, and storing it with knowledge. The former of these is, 
perhaps, the more important of the two. A commanding object, 
therefore, in a collegiate course, should be, to call into daily and 
vigorous exercise the faculties of the student.”* From here the 
committee went on to set its face against the elective curriculum and 
to prefer prescription of Greek and Latin as the curriculum most 
likely to discipline the mind. 

In this defense, obviously, a somewhat modified conception of the 
traditional ideal of liberal education was emerging. According to this 
conception, liberal education consisted not so much in the content of 
the classics studied as in the mental habits of persistence, memory, and 
judgment formed from their study. Did this shift in emphasis confess 
to the fact that the case for the Humanistic value of the classics was 
weakening? Were the blows of the critics of the linguistic ideal of 
liberal education taking effect? Whether or not this was the case, the 
disciplinary conception of liberal education w'as a force with which to 
reckon. Yale’s defense of it was no isolated affair, for the Yale influ- 
ence was spread far and wide through her graduates of this period, so 
many of whom were later involved in founding new colleges that Yale 
came to be known as the "mother of colleges.” Moreover, the advo- 
cates of a scientific curriculum, as if they wished to show at least the 
equivalence of naturalism with Humanism, also argued for mental 
discipline. Such a strain of thought is clearly detectable in Huxley’s 
conception of liberal education. 

There were many, however, who did not shift to the disciplinary 

‘ Mobison, op. dt, pp. 34^344. 

• From a report adopted by the faculty of Yale College and published as “Orig- 
inal Papers in Relation to a Course of Liberal Education,” American Journal of 
Science and Arte, 15: 300-301, January, 1829. For the rise and decline of the 
psychological theory of discipline, see supra, pp. 130-141, 154. 
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defense of liberal education but who still stood steadfastly by the 
classics for the rich “furniture” of the min d they afforded. The 
classical literatures, not the natural sciences, they declared, afforded 
the best content for a liberal education. The great spokesman for this 
point of view was Matthew Arnold (1822-1888), the English school 
inspector, critic, and poet. For the man who wished to know himself 
and the world Arnold advised “that he acquaint himself with the best 
which has been thought and said in the world; ... of this best the 
classics of Greece and Rome form a very chief portion, and the portion 
most entirely satisfactory.”* In other words, the classical literatures 
were still the supreme products of the human mind. There, as 
nowhere else, could one get a sense of the human mind moving freely, 
without danger of imposition by prejudice or selfishness, malice or 
flattery, exaggeration or sojihistiy. 

It remained for Cardinal Newman (1801-1890) in his widely quoted 
Idea of a University to restate the ideal of liberal education, not 
in terms of a literary or a scientific curriculum, not in terms of a 
psychological theory of menial discipline, but in terms of a philosophy 
of education. It is common, he wrote, to speak “of a ‘liberal educa- 
tion’ as the especial characteristic or property of a University and of a 
gentleman; what is really meant by the word? Now, first, in its 
grammatical sense it is opposed to servile; and by ‘sen'ile work' is 
understood, as our catechisms inform us, bodily labor, mechanical 
employment, and the like, in M'hich the mind has little or no part. . . . 
And so in like manner, we contrast a liberal with a commercial educa- 
tion or a professional; yet no one Avould deny that commerce and the 
professions afford scope for the highest and most diversified powers 
of the mind. . . . Why this distinction? Because that alone is 
liberal knowledge, which stands on its own pretensions, which is 
independent of sequel. . . . Surely it is very intelligible to say, 
and that is what I say here, that Liberal Education, viewed in itself, is 
simply the cultivation of the intellect, as such, and its object is nothing 
more or less than intellectual excellence.”* 

Newman’s bias toward Aristotle stands out in nearly eveiy^ word of 
this passage. Clearly Newman, like Aristotle, conceived of liberal 
education as intellectualistic upper class education. This aristocratic 
character of liberal education is what made it very vulnerable to criti- 
cism in twentieth-century America. Complaint on this score became 

* Abnold, M., Thoughts on Education, p. 243, The Macmillan Company, New 
York, 1912. 

• Newman, J., The Idea of a University, pp. 106-121, Longmans, Green and 
Company, London, 1019. 
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audible aa early as the poat-Civil War period.* A country profesaing 
and working toward political and economic democracy could not long 
put up with a concept of liberal education that waa predicated on 
oppoaite political and economic principles. The democratic public 
school system and particularly that characteristic part of it, the public 
high school — the “people’s college,” America’s contribution to the 
world in democratic secondary education — could hardly consistently 
be topped by an aristocratic liberal-arts college.® 

John Dewey (1859- ), the great educational philosopher of 

democracy, made the moat notable theoretical attack on the traditional 
notion of liberal education. He never tired of pointing out how the 
distinction between “liberal” and “servile,” cultural and vocational or 
professional education grew historically out of the presuppositions of 
Greek society, which was a two-class society composed of freemen and 
slaves.® Further, Dewey took issue with the Aristotelian conception 
of intelligence or rationality. He rejected both Aristotle’s notion of 
cultivating the intellect as an excellence in itself and the disciplinar- 
ian’s notion of concentrating on mental habits. The conception of 
mind on which he predicated his own i<lea of liberal education was more 
Darwinian in character. Mind, instead of being sometliing primordial 
to “discipline” or “furnisli,” was to Dewey a late-comer in the 
evolutionary series. Instead of being an end in itself, mind was an 
instrument to effect better adaptation to the environment.® It was 
therefore involved in all sorts of adaptation, the adaptation of the 
ruled as well as of the ruler, of the man engaged in commercial and 
professional work as well as of the gentleman of leisure or the professor 
engaged in research or scholarly contemplation. All higher education, 
therefore, should be regarded as more or less liberal in the sense of more 
or less broadening.® 

Dewey’s point of view was very timely. He stated it just as the 
great wave of increased high school enrollments swept on toward the 
colleges. When it first arrived, colleges were still clinging to tradi- 
tional notions of liberal education. The initial reaction of the colleges 

1 Atkinson, W. P., Liberal Education of the NmeteenOi Centitry, D. Applcton- 
Cciitury Company, Inc., New York, 1873. 

* For the parallel growth of high schools, see supra, p. 435. 

" See article by Dewey on liber.al education in I'. Monroe, Cydopedia of Eduea- 
iion, vol. 4, pp. 4-6, The Macmillan CJoinpany, New York, 1912. See also hU 
'‘C'hBlleiige to Liberal Tbought,” Forlvne, 30: 155-190, August, 1944. 

* For a further exposition of Dewey’s educational philosophy, see lupra, pp. 

129~*132. * 

Remakes the University,” Attantic MorMy, 177: 
41-45, May, 1946. ' 
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was to fit their new clientele into the old molds. But there were 
many misfits and much complaint. After the First World War 
numerous experiments began to appear in the liberal-arts*, colleges. * 
Colleges reexamined their aims. Many, like Antioch, Chicago, and 
to a less degree Wisconsin, reorganized their curricula. Others 
revamped their methods, as at Swarthmore and Dartmouth. In 
Bennington and Sarah Lawrence, brand-new colleges, founded on 
the principles of progressive education, made their appearance. 
Other groups found their interests so little served by the conventional 
college that they established institutions like Black Mountain College. 
Minnesota tried the idea of a “general” college within its x'egular 
college. In fact, “general” came to rival “liberal” as the descriptive 
term for college education. Without abandoning what was good in the 
traditional conception of liberal education this change in terminology 
enabled students of higher education to make a fresh approach to the 
aims and content of undergraduate education in the light of twentieth- 
century political, economic, and social conditions.^ Incidentally, 
for the first time the problems of higher education became an object 
of study in the country’s leading graduate schools of education. 

As the colleges groped about in their attempts at self-criticism 
and reconstruction, naturally some confusion and uncertainty arose. 
Impatient that there should be any doubt about the ideal of liberal 
education, Robert M. Hutchins (1899- ), president of the Univer- 

sity of Chicago, held aloft again the perennial and unchanging ideals of 
Newman and Aristotle. His attack on current liberal education as 
“ antiintellectual” was quite startling to many higher educators who 
were just accustoming themselves to Dewey’s instrumentalistic 
philosophy of education. Education rightly understood, Hutchins 
claimed, was a cultivation of the intellect, which, he further claimed, 
was the peculiar excellence of aU men in all tunes and in all places.’ 

’ See such books as Five College Plane, Columbia University Press, New York, 
1931, W. S. Cray, Receni Trends in American College Education, University of 
Chicago Press, Chicago, 1931; and A. Meiklejohn, The Experimental College, Harper 
& Brothers, New York, 1932. For a discussion of college education, see P. A. 
Schilpp, 2'he College Faces the Future, Liveright Publishing Corporation, New York, 
1930; The Student and Hie Knowledge, Carnegie Foundation for the Advancement of 
Teaching, Bulletin 29. 

‘ See W. S. Gray (ed.), Gerwral Education, University of Cliicago Press, Chicago, 
1934; National Society for the Study of Education, 38th Yearbook, Pt. II, General 
Education, Public School Publishing Company, Bloomington, HI., 1939; and Report 
of the Harvard Committee, General Education in a Free Society, Harvard University 
Press, Cambridge, Mass., 1945. 

•Hutohimb, R. M., The Higher Learning in America, pp. 70-84, Yale University 
Press, New Haven, 1936. 
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The intellect was to be cultivated through studies of permanent worth. 
These were to be found in the great books of all time. A “great book ’’ 
was one that is contemporary with any age. But in order to read 
great books the student must know how to read them. To learn this 
he must go back to a curriculum made up of the trivium of grammar, 
logic, and rhetoric together with some formal mathematics from the 
qvadrivium. 

To transfer his scheme from the realm of theory to that of practice 
Hutchins persuaded the faculty of St. John’s College, Maryland, to 
install a curriculum built around the great books. This curriculum 
had the backing of a number of prominent educators.* But on the 
eve of the Second World War it seemed very doubtful that many 
higher educators wished to go so far as to reinstate Aristotle as the 
arbiter of liberal education. During the war itself there was a lively 
discussion of plans for postwar liberal-arts education. Many came 
to feel that the prosecution of the war so favored scientific studies that 
the humanities were being neglected. For the postwar period these 
educators recommended restoration of a better balance between 
Humanism and naturalism. 

MODEKNIZATION OF THE UNIVEE8ITT 

While the undergraduate college was struggling to define its wm 
and curriculum during the latter half of the nineteenth century, 
notable changes were also taking place in graduate instruction at the 
university level. Up to the time of the Civil War energetic young 
American scholars bent on graduate degrees had found it to their 
advantage to attend European universities, especially German ones. 
Why was this? What did Germiui universities offer that American 
universities did not? To answer this question we must go back and 
pick up the development of luiiversities at the point where we left it 
to discuss the growth of the college and of liberal education. 

It has already been mentioned that the medieval university was 
slow to respond to the Humanistic forces of the Henaissance. Opposi- 
tion to the modernizing forces of the Renaissance was characteristic not 
only of the arts faculty but of the other professional faculties as well. 
In each of these, certain texts were lectured on so perennially that they 
came to have the force of canonical texts. In law, the canonical text 
was the Justinian Code; in medicine, Galen or Hippocrates; in theology 
and the arts, Aristotle. In the course of time, Aristotle came to exer- 
cise a veritable tyranny over academic minds. Indeed, there were not 

> For example, Van Dohbn, M., lAberjU Educalion, Henry Holt and Comnany 
Inc., New York, 1943. 



HIGHER EDUCATION 


485 


a few who, like Martin Luther when at the University of Wittenberg, 
rebelled against such academic tyranny. The long-term effect of such 
orthodoxy was to bring the universities to a very low intellectual ebb 
by the seventeenth century. 

By the end of the next century the universities were at flood tide 
again. Perhaps nothing had so much to do with this as the founding 
of the German University of Halle at the end of the seventeenth 
century. This institution of higher education became fllustrious as the 
first modem university.^ A number of novel features entitled Halle 
to this distinction. At the head of the list was its establishment of the 
libertas phUosophandi. Here for the first time the study of Aristotle 
lost its orthodoxy and was superseded by the study of modem philoso- 
phy based on the new advances that had been made in science and 
mathematics. The intellectual spirit of the university was expressed 
by the motto “nothing without sufficient reason.” 

This spirit of Halle pervaded the curriculum and the methods of 
instruction as well. Not only did the curriculum court the new 
sciences, but it reformed instmction even in the humanities. Instead 
of attempting a slavish imitation of the style of Cicero, Humanistic 
instruction at Halle turned more critical and tried to recapture the free 
spirit of criticism characteristic of the Greeks. Another new departure 
at the university was the delivery of lectures in the vernacular. 
Furthermore, the form and content of lecturing underwent change. 
Lectures, instead of being a aumma or commentatio on accepted texts, 
were changed into a systematic presentation of the findings from 
inquiry. Disputations, from being a consolidation of established 
canons of truth, began to veer in the direction of independent pursuit 
of learned studies. 

It was in connection with the University of Halle, too, that steps 
were taken to differentiate and coordinate secondary and higher 
education. The first stage of work at the medieval university, it 
will be remembered, was a perfecting of the student’s Latin so that he 
could take his bachelor’s degree and apprentice himself for the master’s 
degree. This preparatory work clearly belonged to secondary educa- 
tion. But at first, except for the cathedral schools, which were closely 
identified with the growth of universities, there was no other place to 
obtain this preparation. Later on, preparation might have been 
sought at the humanistic secondary schools of the Renaissance, had 
it not been for the early disregard the universities showed for Human- 
ism. For several centuries, therefore, the Humanistic schools more or 

‘ Pauisxn, F., German Education Past and Present, pp. 117-123, Charles 
Scribner’s Sons, New York, 1908. 
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less parallelled the university in the age level of its pupils if not in the 
spirit of its instruction. By the time Humanism succeeded in per- 
vading the universities, there was an overlapping in spirit as well. 
Halle was early instrumental in correcting this duplication of second- 
ary-education facilities. This it did by ceasing to offer work preceding 
or leading to the bachelor’s degree and by accepting as a substitute 
for this work the product of the Gymnasium, the German Humanistic 
school. In taking this action it set the Continental precedent of 
making the university a strictly graduate and profesaonal institution 
of higher education.* 



XaIT STTIplJms — E jOHTBBWTH-OBNTUBY UWIVEBBITT 


At the opening of the nineteenth century and a little over a century 
after the founding of Halle, Germany again took a long lead in modern- 
izing university education. Crushed to earth in its collision with 
Napoleon at this time, Prussia tried various means of resuscitating its 
national self-respect. One thing it undertook was the invigoration of 
its intellectual life. Top consideration here went to the founding of a 
new university, the University of Berlin. To make its establishment 
an outstanding event, a preeminent faculty was sought out. Endeavor 
was made to fill each professorial chair with that man who by virtue 
of his research would bring the most distinction to it. The idea that 
higher education should issue in research was as old as Francis Bacon 

* In Continental European educational syatenis liberal education is the objec- 
tive of secondary education, not of higher education as in the American college. 
Hence, the European student goes straight from his secondary school to graduate 
or professional study at the univeiBity. 




HIGHER EDUCATION 


487 


(1561-1626) and Johann Amos Comenius (1592-1670), but it awaited 
the Universities of Halle and Berlin to take practical steps in that 
direction. , 

Selection of such a faculty naturally had a profound influence on 
instruction. The faculty’s interest in research jsecame the central 
feature of the instruction given. Each professor gathered his advanced 
students together into a seminary, where he supervised their fiikt 
efforts in original research. As proof of his proficiency in research 
each student undertook an independent piece of research, the results 
of which he wrote and published in the form of a dissertation. For 
this new research emphasis in university instruction a new degree was 
awarded, the doctor of philosophy (Ph.D.). The aim was to turn out 
scholars, not teachers, although as yet there was no doubt that a good 
scholar would be a good teacher. 

Since the spirit of research can breathe only in an atmosphere of 
academic freedom, it is important to note how the University of 
Berlin did much to promote the famous German doctrine of Ijehr- und 
Lemfreiheit (freedom both to teach and to learn). This German 
phrase for academic freedom was really a further development of the 
libertas philosophandi at Halle. At Berlin it was invoked particularly 
against state interference. Formerly, the state could exercise some 
control over the universities because they taught a well-defined field of 
subject matter. This could no longer be the case, however, where the 
university was engaged in research enterprises the outcome of which 
was bound to be uncertain. Consequently, the Prussian minister of 
education warned the state that it stood to gain most from the new 
university if it refrained from requiring the university to serve any 
specific state interests. ‘ Teaching and learning were to develop in an 
atmosphere of freedom to w'hich the only limits were those imposed by 
the nature of the problem under investigation itself. 

This ideal of academic freedom became one of the brightest stars 
in the crown of the German university system. In France the vic- 
torious Napoleon seems to have organized the universities on almost 
the opposite principle. Not infrequently in history one of the blessings 
of defeat has been an encouragement to freedom in education, while 
one of the liabilities of victory has been its tendency to freeze the 
educational status quo in the form that made victory possible. At any 
rate, there is no doubt that, in the nineteenth century, graduate 
instruction thrived in Germany as nowhere else. 

* Note how Adolf Hitler and the Nazis took just the opposite view, contending 
that the pursuit of truth could not remain unbiased by the interests of the state. 
For a further account of academic freedom, see infra, pp. 625-638. 



488 


A HISTORY OF THE PROBLEMS OF EDUCATION 


OBA.DUATE AND FBOFEBBIONAL EDUCATION IN AMERICA 

Prior to the Civil War higher education in the United States had 
nothing to offer that was comparable with instruction at the German 
universities. American higher education, following the English 
pattern, had developed along collegiate lines with a course of study 
culminating in the bachelor’s degree. Obviously, higher education in 
this country was not on a par with that abroad, particularly in Ger^ 
many, where universities had long since restricted themselves to work 
beyond the bachelor’s degree. It is small wonder, therefore, that, 
in the nineteenth century, energetic young Americans were attracted 
to Germany for their graduate training. 

American institutions of higher education had been slow to offer 
even professional study in law and medicine, let alone graduate study in 
the arts and sciences. In professional study, too, colonial policy had 
followed English precedents. Lawyers and doctors had learned their 
professions by apprenticeship rather than by attendance upon lectures 
under a faculty of law or medicine. In fact, as late as the twentieth 
century it was not at all unusual for a young man to prepare for the 
bar by reading law in the oflBcc of a practicing attorney. Law and 
medical schools did not become regular adjuncts of American higher 
education till the nineteenth century. 

Indeed, one might go so far as to say that there were no universities 
in America prior to the nineteenth century. There were colleges but 
no universities in spite of the fact that a few institutions bore that title. 
At the end of the eighteenth century the idea of a national university 
had been entertained by a few leading minds. Both James Madison 
and Charles Pinckney moved for a national university in the Constitu- 
tional Convention, but the motion was lost. Benjamin Rush advo- 
cated the idea in an essay on a fitting system of education for the young 
republic. And the idea weighed so heavily on Washington’s mind that 
he left a bequest in his will for the founding of a national university. 
But nothing came of it. Presumably states’ rights stood in the way. 

Apparently the country’s first president had several ends in view 
in making his bequest. One of the chief advantages he saw in a 
national university was as an agency for developing a unified national 
spirit. An institution where the youth from various parts of the 
country could freely intermingle, he felt, would go far toward over- 
coming the prejudices and jealousies of localism that had so handi- 
capped the prosecution of the Revolution. A national university 
would also be useful in a young republic as a center for the advance- 
ment of knowledge in the principles of politics and self-government. 
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Furthermore, Washington conceived of a national university as 
cultivating not only belles-lettres but the sciences basic to agriculture, 
commerce, and manufacturing as well. 

The men who immediately succeeded Washington in the presidency, 
John Adams and Thomas Jefferson, also favored the founding of a 
national university. So did President John Quincy Adams. Prior 
to the latter, committees of both houses of Congress had at one time or 
another reported favorably on a national university. The issue, 
however, went into eclipse during the slavery controversy, only to be 
brought forth again by the National Education Association after the 
Civil War. Congressional interest also revived at the end of the 
nineteenth century. Talk about a national university now centered 
more in a graduate institution for research than in an institution of 
collegiate grade, as Washington probably conceived it. But still 
opposition balked favorable action on the floor of Congress. The 
immediate opposition came from the old-line private seats of learning 
in the northeastern part of the country. But this opposition was only 
part of a general antipathy of the American public toward the national- 
ization of its educational system.* 

The chief early period in which American universities were founded 
was the second quarter of the nineteenth century. Most of these were 
universities that came into being when, as already noted, the Dart- 
mouth College decision made it clear that the public interest in higher 
education could not hope to control existing private seats of higher 
learning. Most state universities of this period, however were really 
little more than universities in name only. Though the University of 
Virginia made an ambitious attempt to organize faculties of university 
scope and the University of Michigan bravely endeavored to imitate 
the spirit of the German universities, both these efforts fell considerably 
short of university grade, at least as measured by German standards. 
Conservative religious forces held Virginia back, and public govern- 
mental control was an obstacle in Michigan. 

The first American university to approximate the model of the 
German universities was Johns Hopkins in 1870. Those who guided 
the destiny of Johns Hopkins managed to avoid the conservative 
restraining influences that had held back the universities of Virginia 
and Michigan. On the one hand, Johns Hopkins was to be private and 
independent of governmental control, and on the other no provision 
was made for a faculty of theology. Furthermore, to avoid the 

• For further details, see C. W. Tvedt, “A Brief History of the National Uni- 
versity,” School arid Society, 33: 43-47, January, 1931, and E. P. Cubberley, State- 
School Admiviatration, pp. 67-75, Houghton Mifflin Company, Boston, 1927, 
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conservative influence of the undergraduate liberal-arts faculty, which 
tended to assimilate graduate instruction to itself, no undergraduate 
college of liberal arts was provided. Instead, as originally planned, 
Johns Hopkins was to be a strictly graduate institution for purposes of 
scholarly research. Although undergraduate studies were later added, 
this does not detract from the credit due Johns Hopkins for first 
supplidng America with graduate instruction comparable with tliat 
in the best European universities. Tlie first president, Daniel Coit 
Gilman (1831-1908), went about launching the university just as the 
University of Berlin had been launched. Instead of investing his 
capital funds in buildings, he first gathered together a nucleus of 
professors preeminent in research. Then with a picked group of 
graduate students, which among others soon included Woodrow 
Wilson and John Dewey, he established a university complete with 
seminaries, academic freedom, and learned publications. The occasion 
marked a new era in American higher education. 

Before the nineteenth century was out, other neu' universities 
followed the lead of Johns Hopkins. Notable among these were 
Catholic University, the University of Chicago, and Clark University, 
.the latter under the leadership of G. Stanley Hall, the educational 
psychologist. Indeed, the leaven of the German university began 
to be felt even in the old-line colleges. Har\'ard under the leadership 
of Charles William Eliot rapidly became a leading university in fact, 
although under its articles of incorporation it still remained a college. 
Yale College, although twenty-five years earlier, in 1801, it had been 
the first American institution of higher education to award the degree 
of doctor of philosophy, only now changed its name to Yale University. 

By the opening of the twentieth century, American higher educa- 
tion had come of age. But this was not without having experienced 
some of the difficulties attendant upon reaching maturity. The 
twentieth century was not very old before higher education began 
to feel itself in the grip of "the Ph.D. octopus.”' Smaller and less 
important institutions, unable to attract professors already dis- 
tinguished by their research, tried to compensate for this shortcoming 
by appointing to their faculties men who held the Ph.D. degree and 
who, therefore, were potentially capable of conferring prestige by some 
future piece of research. Thus, the Ph.D. degree came to have a 
tremendous value both for academic employment and for academic 
advancement. 

'James, W., “The Ph.D. Octopus,” Harvard Monthly, March, 1903, reprinted 
in Educational Review, 55: 149-157, February, 1918. &e also E. W. Knight, 
“Getting .\head by Degrees,” School and Society, 53; 521-528, April, 1941. 
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Consequently, among the exceedingly large numbers who sought 
the degree were many who sought it for its prestige and for no other 
value. Many doctors were stUlbom; they did no research beyond the 
dissertation that made them doctors of philosophy. Complaints 
began to rise. Some were directed at the low quality of the research to 
which the popularity of the degree had led.' In the decade and a 
half previous to the First World War some cooperative steps were 
taken by the better universities to set and maintain high standards for 
the Ph.D. degree. But in spite of their efforts the course of study 
leading up to the degree tended to be an extension of the undergraduate 
college rather than to be dominated by a spirit entirely its own. 

Other complaints were directed at the degree itself with the hope 
that its historical reciuirement of research might be changed. Some 
faculties of education offered an alternative doctorate of education, 
an Ed.D. degree, which emphasized training for teaching and admin- 
istration or supervision and omitted the requirement of research. 
But as late as the onset of the Second World War the degree had not 
gained sufficient prestige to l)o a generally acceptable substitute for 
the Ph.T). degree. Perhaps even more significant was the fact that 
commercial and governmental agencies came increasingly to rival 
and in some cases even to surpass the universities as centers of research. 

THK JUNIOR COIJ-EGK 

In reaching its mature stature it is clear that the American univer- 
sity was a hybrid resulting from the union of an English college and a 
German graduate school. In some universities during the twentieth 
century the English lineage was more pronounced; in others, the Ger- 
man. But, whichever predominated, in most cases the German 
graduate school had merely been superimposed upon the English 
college without much thought being given to what their unique relation 
to each other might be. William Rainey Harper (1856-1906), 
president of the University of Chicago at its founding, was the fimt to 
give serious consideration to this problem. 

Committed to the idea of the preeminent importance of the gradu- 
ate school. Harper proposed that a distinction be drawn between the 
first two and last two years of the college course. In his initial thinki(;g 
on the problem he referred to the first two years as the “academic 
college” and the latter two years as the “university college.” These 
terms were later changed to "junior” and “senior college,” respec- 
tively. The idea in the back of Harper’s mind was to make a distinc- 

’ Flsxneh, a., Universities, American, English, and German, pp. 124-128, 
Oxford University Press, New York, 1930. 
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tion in the kind of work done in the college. As his original terms 
indicated, he thought of the last two years as more akin to graduate 
and professional education and the first two years as more like liberal 
or even secondary education.^ 

Throu^ such a proposed distinction Harper helped others to 
foresee a number of resulting advantages. Many mediocre students 
would find it convenient to terminate their academic education at 
the end of junior college. This would enable the senior, or university, 
college to raise the quality of its preparation for the graduate and 
professional schools of the university. Furthermore, a junior college 
might attract many to attend a two-year college who would be kept 
from a four-year college altogether by the forbidding drain on eco- 
nomic resources. Again, a two-year college might encourage many 
secondary schools to undertake to offer work of junior-college grade. 
The advantage here would be to relieve the pressure of numbers at 
university seats of learning. Perhaps, finally, many colleges with 
insufficient resources to offer four-year courses would prefer to become 
strong junior colleges rather than to remain weak conventional four- 
year colleges. 

The development of the junior college was slow, but it subsequently 
fulfilled all the expectations of its propounders. Up to the beginning 
of the Second World War hundreds of junior colleges had been estab- 
lished in the United States. The middle- and far-western states, 
however, were more hospitable to the new college than were the 
eastern states. In the former group California and Missouri had 
particularly significant developments of the junior-college idea. In 
southern California the junior college had a lusty growth as a phase 
of rapid population growth and expanding metropolitan boundaries. 
In Missouri the firm establishment of the junior college was the 
outcome of the conversion of some declining colleges from four- to 
two-year programs. 

' For a fuller account of the junior college from the point of view of secondary 
education, see supra, pp. 444-445. 



CHAPTER XVI 

PROFESSIONAL EDUCATION OF TEACHERS 


It is a well-known fact of phjrsics that a atream of water can nerer 
rise higher than its source. One is sometimes tempted to assert the 
same for education. To do so, however, would not he altogether true. 
If pupils did not rise above the educational level of their parents and 
teachers, as many actually do, social progress would indeed be an 
impossibility. Yet, in spite of this optimism, there can be no denying 
the fact that the quality of one’s teachers will more often than not 
be the most important determinant of the height and rate of rise 
which each generation attains. 

In a centuries-long retrospect, it appears that the quality of 
teachers has varied widely with the different answers given to certain 
fundamental questions. The chief question is: Is it enough that a 
prospective teacher knows the content he is going to teach? Or must 
he also have special training and practice in the technique of teaching 
as well ? This query raises the prior question : Can teaching be reduced 
to a well-dehned technique or even to a science ? Or is teaching just an 
art? Whether science or art, can teaching be regarded as a profession? 
If it can, why has the social-economic status of teachers on the whole 
and in the long run been so low? Why does their prestige vary, as it 
has BO often, with the age level of those taught? Is it possible to 
improve the quality of teachers through a policy of public certifica- 
tions? Finally, should teachers organize to protect and improve their 
standards? 


ANCIENT STATUS OP TEACHERS 

Generally in the ancient world the chief qualification for teaching 
was knowledge of the subject matter to be taught. Consequently, the 
esteem in which the teacher was held depended in large measure on the 
importance of his subject area. In early historic times when reading 
and writing were accomplishments of only the priesthood, who used 
them to record and interpret sacred and scientific lore, teachers stood 
in high regard. In fact, the priests themselves were usually the 
teachers. They taught both command of the symbols of language and 
what these symbols recorded of history, theology, astronomy, and 
meteorology. In ancient India, teachers even constituted an exalted 
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oaste, for Brahmans, the highest caste, enjoyed the exclusive privilege 
of being priests and teachers. In equally ancient China, teachers 
enjoyed a public respect second only to that paid public officials. 
Among the early Jews, too, teaching was a sacred office. If the 
Jewish boy was taught to honor his father and mother, he was taught 
even more to honor his teacher as a sort of spiritual parent. The 
Greeks, unlike most ancient people, revered their poets, rather than 
thqjr priests, as teachers. 



Hubculbs, as a Bot» Followed by Hjs P^tdaoooob 
(Reproduced with permisBion of The Macmillan Company, Now York) 


Among the later Greeks, instruction in verbal symbols became a 
much more common possession than formerly. This circumstance 
resulted in a general lowering of the status of the teacher, particularly 
the teacher of the rudiments of literacy. Tlie fees paid these teachers 
must certainly have been paltiy, for even the poor of that day were 
usually able to afford some primary instruction for their children. 
In his Laws Plato (427-347 b.c.) assigned this level of teaching to 
foreigners. Indeed, it was not infrequent that the upper-class Greeks 
and later the Romans engaged slaves for this function. The name 
frequently attached to such a slave-teacher was paidagogos, a Greek 
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word referring to the leading of children and giving ub our modem 
word "pedagogue.” Such practices, however, were discountenanced 
by the Spartans, who were exceptionally careful never to Igt their 
youth come under the supervision of jjeople of low estate such as slaves 
and foreigners. In addition to their regular teachers the Spartans 
charged every adult with responsibility for supervising the education 
of the young. 

In spite of the example of the Spartans and in spite of the urging 
of Rome’s greatest schoolmaster Quintilian (35-100) that the utmost 
care be exercised in the selection of a child’s nurse and teacher, the 
teachers of young children failed to improve in public esteem both in 
Greece and in Rome. In fact, in addition to meager pay, these 
teachers had also to submit to reproaches from disappointed parents 
who, though they paid out but a pittance for education, expected 
the teacher to be letter-perfect in his knowledge even down to such 
insignificant details as the name of the nurse of Anchises. As the 
status of teachers deteriorated rather than improved in the ancient 
world, their lot came to be a veritable byword for misery. Thus, 
the Greco-Roman author Lucian made the claim that whom the 
gods hate they make schoolmasters. On another occasion, he thought 
no punishment in the afterworld more fitted to sins committed in this 
one than being compelled by poverty to teach the elements of reading 
and writing. 

The status of teachers of the higher branches, such as philosophy 
and rhetoric, was considerably better. Rhetoricians like the Greek 
Isocrates (430-338 b.c.) or the Roman Quintilian enjoyed excellent 
incomes and highly respected positions among their people. Yet 
it must not be overlooked that the first teachers of these higher 
branches, the Greek Sophists, had a difficult time earning public 
respect. Part of this difficulty grew out of their radical educational 
doctrines, but part also arose from the fact that they accepted fees 
for their services. In a society that admitted only of freemen and 
slaves the acceptance of pay for services rendered immediately classi- 
fied the Sopliists, if not so low as slaves, at least as lower and less 
respectable than freemen. Oddly enough at this stage of educational 
history the social respectability of teachers hinged, not on their 
professional status, as came to be the case in the nineteenth and twen- 
tieth centuries, but on their amateur status. 

Other factors also militated against the public esteem in which 
even teachers of the higher branches were regarded. Seneca pointed to 
one of these factors in his famous line Non vitae sed scholae discimus. 
That is, he says, teachers are too prone to teach school instead of life. 
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Perhaps the aim and purpose of their teaching did originate at one time 
in the demands of life outside of school. But in the course of time their 
teaching became so routinized that they lost track of the fact that the 
demands of life had changed. Standing still while life moved on ex- 
acted its inevitable penalty in lowered esteem for the profession. 

Charlemagne (742-814), leading royal patron of learning after 
the fall of the Roman Empire, pointed to another of these factors. 
Because of the darkened learning of the medieval period, Charlemagne 
implored all who could to teach, “ . . . for,” he said, ‘‘although it is 
better to do than to know, yet it is necessary to know in order to do.”‘ 
Attaching greater significance to a life of participation in the daily 
affairs of the community than to one spent in preparing youth for 
participation therein was nothing new. As already stated, highly 
as the Chinese rated their teachers, they nevertheless a]wa 3 ^ rated 
them below public officials. The boys who passed highest in China’s 
famous examination system were appointed to public office. Since 
the training tested by this examination was good only for places in the 
civil service, unsuccessful candidates found themselves not only with- 
out jobs but positively unfitted for any other occupation because it was 
unseemly that a learned man should turn to agriculture or commerce 
for a living. Hence, those who failed to gain the highest awards of the 
examination system turned to the only thing for which they seemed at 
all fitted, namely, teaching. Though the teacher’s position was still 
one of honor in China, there was a notable origin here for the perennial 
remark that teachers are recruited from the ranks of failures in other 
walks of life. 

Probably a final factor producing the low status of teachers in 
general during the Greco-Roman period was the retarded development 
of contemporary methods of instruction. At this time, great depend- 
ence was still placed on methods of merrwriter. The role of the teacher 
hence was little elevated above that of a taskmaster who punished 
failures to remember. Quintilian in his Institutes of Oratory had come 
nearer than anyone else to writing a manual for teachers, but the bulk 
of this work is concerned with describing the educational ideal of the 
orator, little or nothing being said about the teacher of the orator. 
The art of teaching seems to have been regarded as a gift. Certainly 
this idea prevailed in the time of Charlemagne, for he directed his plea 
for teachers, to ‘‘ all those who by God’s help are able to teach.”® The 

* Quoted in F. y. N. Painter, History of Education, p. 105, D. Appleton-Century 
Company, Inc., New York, 1886. Cf. the modem quip, “He who can, does; he 
who can’t, teaches; and he who can’t teach, teaches others how to teach.” 

' Painteb, toe. cit. 
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fact that ability to teach was so Jong regarded as a gift no doubt 
further postponed both a theoretical and an empirical study of how the 
technique of teaching might be improved. 

MEDIEVAIi FBEPABATION OF TEACHEBS OF HIGHER LEARNING 

The professional education of teachers first became prominent at 
the medieval university, which was the first herald of a reviving 



MlCDIEVAL UniVBBSITY FACULTY MbBTINU 


intellectual life after the decadence of learning following the decline of 
Greco-Roman civilization. The spread of a reviving interest in law, 
theology, medicine, and arts, however, depended on raising up the 
learned teachers who had so long been lacking in these fields. Doubt- 
less the most coveted aspect of the medieval university degree was the 
right to teach that it conferred upon its recipient. While this was 
preeminently the situation in the faculty of arts, it was only a little less 
so in the faculties of law, theology, and medicine. Thus, it should be 
noted that the title of "doctor,” conferred by the degrees of these last 
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three faculties, originally meant "teacher,” as witness its derivation 
from the Latin verb docere, to teach. The title of “master,” awarded 
by the arts faculty, not only set an early precedent for making the mas- 
ter of arts a distinctively teaching degree, but also long served to desig- 
nate the teacher as a "schoolmaster” — and later a “schoolmistress.” 

The principal training provided for the teacher in the medieval 
university was in subject-matter fields. The doctor, or teacher, of 
law, theology, or medicine had primarily to know the professional 
subject matter of his special field. So too, in the arts the chief prere- 
quisite was a knowledge of the seven liberal arts, as they had been 
handed down from antiquity. These arts themselves constituted the 
teacher's chief "mystery," as the people of medieval times called any 
intricate skill not at the command of the layman. As yet, little if 
anything was known of the mystery of imparting the arts; therefore, 
the future teacher received no formal instruction on this point. In 
the absence of such instruction, docendo discere was ihe rule, that is, the 
candidate for the arts degree was to learn to teach by teaching.* The 
chief opportunities he had for this were to give an occasional "extra- 
ordinary lecture" and to engage in disputations, the two principal 
media of instruction in the medieval university. 

As already mentioned, the great advantage of the university degree 
was the right to teach that it conferred on its recipient. The degree, 
thus, was tantamount to a license to teach. At first it was in the 
discretion of the chancellor of the cathedral, in the city where the 
university was situated, to license teachers. The interest of the church 
in deciding who should and should not teach is easily understood from 
its being the custodian of orthodoxy. As the demand for religiou.s 
orthodoxy waned and as the force of secular interests waxed, the state 
came to be more and more responsible for licensing teachers. But 
whether the state or the church controlled the licensing, or granting of 
degrees, all degree holders wanted to be assured of the jus ubique 
docendi, the right to teach anywhere without further examination. 

The medieval period also affords tlie first instance of the pro- 
fessional organization of teachers. At the outset, universities were, 
as stated elsewhere, corporations of students and teachers organized for 

' It is noteworthy, however, that St. Thomas Aquinas (1225-1274) did drop a 
line on the theory of teaching to the effect that “Instruction implies perfect action 
of knowledge in the teacher or master." That is, “The teacher must have 
explicitly and perfectly the knowledge wrhich he causes in another. ...” For 
how else is the pupil to actualize his own potentialities fully? See M. H. Mayer, 
The Philosophic of Teaching of St. Thomas Aquinas, p. 65, Bruce Publishing Com- 
pany, Milwaukee, 1929. 

• For a fuller account of these methods, sec supra, pp. 179-180, 459-400. 
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mutual protection.* In this respect, they were definitely patterned 
on the medieval guilds of the time. Universities were just as particu- 
lar about the admission of bachelors of arts to the standing of -masters 
of arts as guilds were in making masters out of journeymen. Just 
like guilds, they tried to merit public confidence by Jceeping the stand- 
ards of their own guild, or university, at a high level. 

BEGINNINGS OF TEACHEH TRAINING AT THE SECONDAHT AND 
ELEMENTARY LEVELS 

On the whole, the course of training offered in the universities 
assured late medieval and Renaissance periods a supply of fairly 
competent teachers of the higher or professional branches of learning. 
Equally satisfactory general conditions apparently did not obtain at 
the secondary level. While a few Humanistic teachers like Vittorino 
da Feltre (137fi-1446) and Johann Sturm (1507-1589) made outstand- 
ing reputations for themselves during the Renaissance and post- 
Renaissance periods, the general run seem to have been of inferior 
quality. In fact, so inferior were they that Thomas Elyot (1490- 
1546) opened one chapter of his famous Book named the Governor with 
the remark, “Lorde god, howe many good and clone wittes of children 
be nowe a dayes perisshed by ignorant schole maistei-s.”® 

Conditions, however, could not well be less than distressing when 
teachers, in addition to being ignorant, also possessed uncouth manners 
and perhaps were not always sober. Many abused the power wliich 
was vested in them as teachers but to which they were unaccustomed 
by birth or breeding. This abuse of power combined with a lack 
of self-control all too often resulted in unnecessary cruelty. Writ- 
ing Of Pedantry, the French educational essayist Montaigne (1533- 
1592) complained not so much of the ignorant teacher as of the 
one surfeited with knowledge. Like a wick drowned in too much oil 
this sort of teacher was in danger of giving off a smudge along with his 
illumination. In similar vein, Montaigne accused teachers of a pen- 
chant for “using a certain method of high-flight and obsolete language 
quite different from the ordinaiy way of speaking.”* “Pedigese" 
apparently was a habit of teachers even in that early day! His final 
indictment of teachers was the already familiar one of Seneca’s, that 
their teaching was too removed from life. 

‘ For a fuller account of the organization of universities, sec supra, p. 457. 

* Elyot, T., The Book Named the Governor, p. 40, Ridgway & Sons, London, 
1884. 

• Cf. L. E. Rector, Montaigne; The Education of Children, p. 89, D. Applcton- 
Centuiy Company, Inc., New York, 1899. 
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Under such circumstances it should not be surprising, as Montaigne 
noted, that teachers were often the butt of contemporary humor. 
Certainly, he remarked, no one would boast of having a teacher 
included among his ancestors. The nobility, moreover, were still so 
proud of their feudal tradition of fighting that they tended to look down 
upon learning as emasculating. It took a man like the great Prot- 
estant reformer Martin Luther (1483-1546) to couch his pen against 
the warrior’s spear and claim that teaching unruly boys was as much of 
a challenge to a man’s courage and ability as fighting in armor was. 
Indeed, Luther went so far as to add that, had he not been called to 
the ministry, he would have wanted to be a teacher. In spite of this 
boast, it is safe to state that the general esteem in which teachers 
were held had not improved noticeably since the times of Lucian. 

Again it must be pointed out that this discouraging state of affairs 
was in part due to the absence of a theory or science of teaching. Sven 
as late as the seventeenth and eighteenth centuries the idea still per- 
sisted that the ability to teach was a gift. Thus, the French educator 
RoUin (1661-1741) observed, “Wlien a teacher has asked and received 
from Jesus Christ, for the management of others and for his own salva- 
tion, the spirit of wisdom and knowledge, the spirit of counsel and 
strength, the spirit of learning and piety, and, above all, the spirit of 
fear of the Lord, there is nothing further to be said to him; this spirit is 
an internal teacher that dictates and instructs in everything, and that 
on every occasion will show him his duties and give him wisdom to 
perform them. A great indication that one has received it is when he 
feels an ardent zeal for the salvation of children ; when he is touched 
by their dangers; when he is sensible to their faults; when he exjjeri- 
ences something of the tenderness and solicitude that Paul felt for the 
Galatians.”* 

This situation was not so discouraging, however, that signs of 
improvement were altogether wanting, for the Renaissance was also 
marked by an early recommendation that a study of the art of tpa-chiTig 
be approached empirically. Thus, the great Spanish scholar and 
teacher Juan Luis Vives (1492—1540) in his De tradendis disciplinis 
stated that the way to acquire the art of teaching is to observe the work 
of those already masters of the art. In fact, he favored the observa- 
tion of many different teachers to see if rules of teaching could be 
evolved from their experience. 

Two teaching orders of the Catholic Church seem to have made the 
most progress along these empirical lines, the Jesuits and the Christian 
Brothers. As the members of these orders drew up a “rule” by which 

* Quoted in Painter, op. cit., pp. 237-238. 
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they lived, so too in the course of time they accumulated considerable 
practical experience in teaching, which they also formulated into a 
“rule." The Jesuits summed up their rule in the Ratio Stvdiorum, 
while the Christian Brothers stated theirs in the Conduct of the Schools. 
The Jesuits were particularly successful in produciug good teachers for 
the Humanistic or secondary schools. Their success was due not only 
to their Ratio but also to the fact that the training to become a Jesuit 
might, under certain circumstances, involve a unique alternation of 
study and teaching. After a period as a novice later another as a 
scholaaticus, the candidate might spend a third period, his regency, 
during which as a teacher he went over the same ground he had just 
been over as a student. After his regency, the candidate returned to 
another period of study, following which he was admitted to the priest- 
hood and sent back to teaching again. To make this system of pre- 
paring teachers even more effective the Ratio advised Jesuit provincials 
to put those likely to specialize in teaching under the supervision of a 
master teacher in order to give them practice in conducting classes. 
In this way it was hoped that a class “of good professors may be 
cultivated and propagated like a crop.”* 

If conditions at the level of secondary education cried out for better 
teachers, they cried out even more urgently at the elementary level. 
Circumstances there are perhaps best revealed by the sixteenth- 
century publication of Coote’s English Schoolmaster, which was 
addressed, “To the unskillful . . . and to such men and women of 
trade, as tailors, weavers, shopkeepers, seamsters, and such others as have 
undertaken the charge of teaching others. [With this textbook] thou 
magest sit on thy shop hoard, at thy hooks or thy needle, and never hinder 
any work to hear thy scholars.”^ Surely nothing could be more elo- 
quent of the social-economic status of elementary teachers in this 
period or of the kind of instruction they were prepared to give. 

Yet even in the seventeenth and eighteenth centuries there were 
initial signs of a tendency to give serious and undivided attention to 
preparation of teachers of the rudiments. First to do so were the 
Christian Brothers, already mentioned. The founder of this teaching 
order, St. Jean Baptiste de la Salle (1651-1719), was inspired by an 
intense desire to improve the lot of the poor. This he proposed to do 
through education, but he early found that he could make little head- 
way in his dominating purpose without giving the brothers associated 

' Fitzpatrick, E. A., St. IgnaHua and the Ratio Studiorum, p. 132, McGraw- 
Hill Book Company, Inc., New York, 1933. 

' Quoted in F. Watson, English Orammar Schools to 1660, p. 166, Cambridge 
University Press, London, 1909. 
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'with him preparation and practice in the art of teaching. Conse- 
quently, in addition to the rule of the Conduct of the Schools, which he 
'Wrote for his order, St. Jean Baptiste de la Salle also instituted prepara- 
tion of teachers according to this rule as one of the important activities 
of the order. 

It is worth noting that in his rule St. Jean Baptiste de la Salle called 
the attention of the Christian Brothers to the chief faults and virtues 



ErGHTSKfTTK-ClNTUBT SCHOOrj 

Note the teacher ie a tailor whose sedentary occupation enables him to keep school 
while pursuing his trade, (lleproduoed by permission of Houghton Mifflin Company, 
Boston) 

of the teacher. The young teacher, he felt, was principally in danger 
of too great an itching to talk and of being preoccupied ■with his own 
embarrassment. In addition, he warned the beginning teacher against 
both the extreme of harshness and the extreme of lack of force in his 
relation with pupils. Furthermore, he advised him to beware of 
trifling, of becoming despondent, and of bearing malice. Perhaps most 
revealing of his insight into the educative process was St. Jean Baptiste 
de la Salle's awareness that the young teacher was all too prone to 
neglect the differences of character and disposition which children man- 
ifest. Most of the virtues he mentioned were simply such Christian 
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virtues as humility, prudence, piety, and generosity. Probably those 
having most to do mth success in teaching were the virtues of patience, 
gentleness, and restraint. 

TEACHER TRAINING IN PRUSSIA 

Of the various Europiean nations it was doubtless IMissia that made 
the most rapid progress in the eighteenth and nineteenth centu- 
ries toward putting teacher training on a firm foundation. Since 
Prussian teacher training became the model for the later American 
normal schools, it will be well to examine wherein lay the excellence of 
the Prussian example. This excellence seems to have lain in two main 
directions, the backing given to teacher training by the government 
and the patterning of teacher training in the nineteenth century on 
Pestalozzian principles. 

The first institution for the training of teachers in Prussia was 
the Seminarium Praeceptorum, founded at Halle by August Hermann 
Francke (1663-1727), an important contemporary of St. Jean Baptiste 
de la Salle. The idea of a teachers seminary was principally taken up 
and perpetuated by Johann Julius Hecker (1707-1768), a student at the 
University of Halle who seems to have come under Francke’s influence. 
Hecker carried the idea forward with such zeal that he won the support 
of Prussia’s famous king, Frederick the Great. It was during this 
sovereign’s reign that the first steps were taken toward requiring 
training at a seminaiy as a prerequisite to teaching. Unfortunately, 
however, Frederick fell short of his excellent intentions. He had a 
habit of pensioning his old soldiers by appointing them to teaching 
positions and in this way lightened the financial burden of both his 
military and his educational establishments. 

Frederick’s compromise of his ideals was only temporary. By the 
first quarter of the nineteenth centuiy much more stringent regulations 
were in force. By that time schoolteachers had definitely become 
public officials, and their appointment had to have the approval of 
the state. Moreover, they were forbidden to increase their stipend 
from teaching, even though it was the bare minimum permitted by law, 
by simultaneously engaging in any other occupation that might lower 
the dignity of their calling or divert their attention from their main 
duties. With this regulation disappeared the monopoly that tailors 
in Prussia had enjoyed as teachers a century earlier. Further adding 
to the dignity and attractiveness of teaching as a career in Prussia was 
the fact that promotions were provided for those who were faithful 
in their vocation and unremitting in self-improvement. A long life 
spent in self-improvement was rewarded by a pension, a practice that 
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further enhanced teaching and contributed no little toward making 
Prussian schools the best in Europe. 

As already intimated, the Prussian teacher did not owe his prestige 
wholly to the backing given by the government. For much of this 
prestige he was in debt to the fine preparation he received at the Lehrer- 
Seminarien provided by his country. These seminaries were three-year 
schools with enrollments on the average of about sixty. Candi- 
dates were eligible to enter these training institutions upon completion 
of the elementary school. Since they were planning to teach in ele- 
mentary schools, the chief staple of their curriculum was a thorough 
knowledge of the elementary school subjects that they were going to 
teach. Over and above these subjects it was expected that the candi- 
date would learn gymnastics and some musical instrument. As for 
method, the aim was not so much to inculcate candidates with theory 
as “to lead them by enlightened observation and their own experience 
to simple and lucid principles.”* To provide opportunities for obser- 
vation — and practice teaching, too — ^it was customary to locate 
seminaries close to orphanages. Needless to say, the arrangement was 
mutually beneficial. 

The Prussian seminaries reached the peak of their eminence when 
the government decided to infuse them with the spirit of the pioneer 
work of the great Swiss educator Johann Heinrich Pestalozzi (1746- 
1827). The genius of his educational contribution lay in his removal 
of instruction from the realm of empirical rule of thumb to that of 
scientific and philosophical theory.® Although not the first to predi- 
cate the method of instruction on a theory of child nature, he was the 
first to let his theoiy be guided by what he actually observed. In the 
course of time his observations came to form a body of definitely 
technical data. Consequently, teaching grew in technical complexity. 
No longer was it sufficient for the teacher to know merely the content 
of subject matter that he proposed to teach. In addition, he had now 
to become familiar with a rapidly enlarging field of p>edagogic8. Hence- 
forward, society did not have to wait on the arrival of the natively 
gifted teacher. With the aid of pedagogics even the less gifted could 
now hope to become successful teachers. As pedagogics increased in 
complexity, it made increasing demands on the abilities of prospective 
teachers. This resulted in an increasingly better selection of candi- 
dates and, in the long run, in an improved social-economic status for 
the elementary teacher. 

* Cousin, V., Report on the State of Public Instruction in Prusaia, in E. W. 
Knight, Reports on European Education, p. 171, McGraw-Hill Book Company, 
Inc., New York, 1930. 

* For a fuller account of Pestalozzi’s theory and practice, see supra, pp. 212-217. 
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Indicative of this improvement was the enrichment that took place 
in the curricula of the Prussian teacher seminaries. Psychology as the 
basis of pedagogics occupied a position of great prominencer But in 
addition to this technical subject there was an enlargement of the 
academic program as well. For background here the student was able 
to study both natured philosophy and natural history, in addition to 
extensive reading in literature and political history. Mathematics, 
music, and drawing also received considerable emphasis. The chie) 
shortcoming of the program, however, was its lack of coimection with 
secondary or higher education. Candidates for the Prussian semi- 
naries came, as already stated, from the elementary school, which in 
nineteenth-century Europe was the school of the lower classes.^ Con- 
sequently, the elementary school teacher’s was a narrow orbit. Sprung 
from the elementary school he returned to teach there without ever 
having the broader experience of going through secondary or higher 
education.. 

EARLY STATUS AND TRAININO OF TEACHERS IN THE 
UNITED STATES 

Before tracing the influence that this Prussian precedent exerted 
in the United States in the nineteenth century, it will be well to picture 
the social status and training of teachers during the previous colonial 
period. Although social classes were exceedingly mobile in the 
American colonies, nevertheless three social classes were roughly dis- 
tinguishable, a lower class composed of indentured servants and slaves, 
a middle class possessed of some property and addressed as "goodman” 
or "good woman,” and an upper class of gentlemen addressed as "mis- 
ter” or "sir.” Oddly enough, teachers belonged to all three classes. 
In most instances, much depended on the level of instruction in which a 
person was engaged. Famous and successful Latin grammar teachers 
like Ezekiel Cheever of New Haven and Boston no doubt were addresed 
as "mister.” So also were college professors, who in the early days 
of the country were more than likely to be clergymen, too. Not 
infrequently clergymen — and doctors, too, for that matter — combined 
the teaching of Latin and Greek with their other duties because they 
were the only learned men in their communities. Teachers, moreover, 
who had to be able enough to substitute for the clergyman in case he 
was absent from the pulpit, generally, stood high in social esteem. 

Teachers of the elementary or common branches, however, did not 

‘ For a fuller account of the does charsoter of the elementaiy school, see supra, 
pp. 384-386. 428-429. 
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enjoy such elevated rank. In the early days of the country a frequent 
source of these teachers was the class of indentured servants. Freemen 
who taught at this level instead of seeking to exploit the country’s vast 
natural resources were thought to be weaklings who probably could 
succeed at nothing else. Although a caricature, Washington Irving’s 
Ichabod Crane no doubt approximated a stereotype here. Few people 
looked on teaching the rudiments as a full-time job. Such teaching 
either was combined with church duties like those of the sexton, organist, 
or gravedigger or was a side occupation of some good dame while 
engaged in the sedentary duties of her household. Consequently, 
elementary teaching was only a little more respectable than manual 
labor. To the ambitious it was a stepping stone rather than a cap- 
stone in a career. There is evidence that some colonial schoolmasters 
exhibited such vicious habits as profanity and drunkenness, but on the 
whole it seems that the great majority were men of exemplary habits 
and sober conversation. 

Beyond their education in subject matter, colonial teachers enjoyed 
no previous preparation for careers in teaching. Even their study of 
subject matter was not generally undertaken with a view to teaching it. 
College professors and tutors obtained their training in the colleges in 
not much different manner from the medieval pattern already dis- 
cussed. In fact, emphasis on subject-matter content was to remain the 
principal staple of their training down to the eve of the Second World 
War. This sort of collegiate training was also the principal prepara- 
tion of masters in the Latin grammar schools and the colonial acade- 
mies. It constituted the preparation even of most high school teachers 
in the nineteenth and twentieth centuries. Teachers of the elementary, 
or common, branches might have had some secondary education, but 
frequently they had no more than the common branches themselves. 
At all levels of instruction in colonial times, training in the technique 
of instruction was conspicuous by its absence. 

Interestingly enough, the great advance that the nineteenth cen- 
tury was to make in training American teachers in technique took place 
at the elementary school level. In the opening decades of that cen- 
tury an early restlessness and anxiety began to manifest themselves 
over the low state to which teaching in the common school had fallen. 
At the time of the War of 1812 Denison Olmstead gave a commence- 
ment oration at Yale in which he recommended a “seminary for 
schoolmasters.’’ In it “the pupils were to study and recite whatever 
they themselves were afterward to teach, partly for the purpose of 
acquiring a more perfect knowledge of these subjects, and partly of 
learning from the methods adopted by the principal the best modes 
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of teaching.”* Later another Yale man, James T. Kingsley, put his 
finger on what he thought was the main difficulty when he pointed out 
that common school teachers had little or no training beyond the com- 
mon school in which they themselves taught. To remedy this situa- 
tion he suggested a school intermediate between, the common school 
and the college where the prospective teacher could get a sufficiently 
advanced content to enable him to enrich his instruction in the common 
school. 

To move from the world of theory to that of practice, the city of 
Philadelphia in 1818 established a model school for the training of 
teachers in the rest of the city’s school system. This model school was 
put in the charge of Joseph Lancaster (1778-1838), great exponent of 
the monitorial system of instruction. Naturally, the technique of 
instruction that candidates for teaching learned there was the moni- 
torial one. The teacher taught the monitors, and the monitors taught 
the rest of the students.* The main emphasis in training, conse- 
quently, was the conventional one on learning subject matter. Indeed, 
Andrew Bell (1753-1832), Lancaster’s English contemporary exponent 
of monitorial instruction, is reported to have stated, “Give me twenty- 
four pupils today and I will give you back twenty-four teachers 
tomorrow.”* 

While the Philadelphia model school lasted till the middle of the 
century, the preparation of teachers on the monitorial plan did not 
arouse any widespread enthusiasm. Much more popular as an agency 
for training teachers was the American academy. Designed to prepare 
for life as well as for college the academy offered courses leading boys 
to such careers as surveying, navigation, and commerce.* What more 
appropriate, therefore, as the demand for trained teachers began to 
arise, than that a teacher preparatory department should be added 
to the academy? Here seemed an institution just waiting to offer 
the advanced sort of academic training that Kingsley had suggested. 
The idea was not long in catching public imagination. It took most 
secure hold in New York State, where the legislature in 1834 actually 
subsidized private academies to train teachers for the State’s common 
school system. Although ten years later the state started its first 
normal school. New York continued to rely on academies and high 
schools for some of its teachers till almost a century after 1834. 

^ Quoted in Carnegie Foundation for Advancement of Teaching, BuUelin 14, p. 22. 

* For a more complete account of monitorial methods, see supra, pp. 217-219. 

* Quoted in J. P. Gordy, Rise and Growth of the Normal School Idea in the United 
States, p. 24, V.S. Bureau of Education, Circular of Information 8, 1891. 

* For a fuller account of the academy, see supra, pp. 429-433. 
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In epite of this popularity the academy was by no means an alto- 
gether satisfactory solution for the problem of securing trained teachers 
for the common schools. It supplied only one-tenth of the number of 
teachers needed. In part, this was due to the expense involved in 
attending an academy. As yet, the salaries paid common school 
teachers were far from paying an adequate return on the investment 
necessary in order to attend a private academy. Perhaps because of 
this, those who attended stayed only a third as long as required to com- 
plete the full teacher preparatory course. Another inadequacy of the 
academy was the fact that the higher branches occupied such a posi- 
tion of prestige that the review of the lower branches, which most 
candidates desperately needed, was neglected. In fact, teacher 
training was so subordinated to the interests of general education that, 
in effect, it occupied a lower and less dignified plane. 

Obviously, the academy was best equipped to add to the subject- 
matter knowledge of the future teacher. But subject matter was not 
enough. Future teachers were also in need of a knowledge of class- 
room management and control. To supply this deficiency, Henry 
Barnard (1811-1900), one of the two principal leaders of the American 
common school revival in the fourth and fifth decades of the nine- 
teenth century, conceived the idea of holding teacher institutes. 
These were short but intensive periods of training offered to lit a 
teacher with the minimum skills of his calling. They usually ran from 
a few weeks to a month or more. The topics for study covered a 
wide range. Should prizes be given for good work; should there be 
public examinations and exhibitions; can teaching be reduced to a 
science; should the laboring classes be educated; what are the common 
causes of failure in teaching — these were but a sample of the questions 
that enlivened institutes. While institutes aimed to be concerned 
with such professional problems, it was regrettably all too frequent 
that time had to be devoted to review and drill in subject-matter fields 
as well. Usually, an institute was incomplete without the appearance 
of some prominent and inspiring speaker on the program. Called into 
being as temporary expedients, teacher institutes, surprisingly enough, 
remained popular supplements to the regular normal school program 
well into the twentieth century. 

KISE OF THE NORMAL SCHOOL 

None of the foregoing improvisations to supply a body of trained 
teachers proved adequate in the long run. In neither quantity nor 
quality were they adequate. What was needed, so the friends of 
education claimed, was an institution wholly devoted to the interests of 
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traming teachers. Such an institution first appeared under private 
auspices in 1823 when Samuel Read Hall (1795-1877), author of the 
famous Lectures on School-Keeping, set up a three-year seminary for 
teachers at Concord, Vermont. Though later he moved his seminary to 
Andover, Massachusetts, where he kept it open for a decade and a half, 
he had practically no significant private imitators. Apparently the 
need was for an institution which was not only wholly devoted to 
teacher training but which also was initiated and maintained by the 
public. 

Agitation for state support of a teacher-training program was most 
acute and also most successful in Massachusetts. There the drive for 
better teachers was part of the larger agitation for getting the common 
schools out of the doldrums into which they had settled. "As is the 
teacher so is the school” was the popular slogan with which Charles 
Brooks (1795-1872) stumped Massachusetts on behalf of a state 
normal school. The pattern that Brooks had in mind was the Prussian 
teacher seminary, which had received wide attention in this country 
through the reports of visitors to Prussia such as Henry E. Dwight, 
Calvin Stowe (1802-1886), and others. The publication of a similar 
report by the Frenchman Victor Cousin (1792-1867) and its translation 
into English also had a great effect on American opinion. Although 
all these men had the example of the Prussian seminary in mind, it is 
interesting that the normal school that Massachusetts inaugurated in 
1839 owes its name to Cousin who in his report used the French word 
normal, meaning “model,” rather than the German word Seminar, or 
the English “seminary.” 

The Massachusetts legislation of 1839 established the first state 
normal school in the United States, but not -without grave misgivings 
on the part of the state’s legislators. Indeed, the legislation might 
not have been forthcoming at all had not James G. Carter (1795-1849), 
perennial supporter of the idea of a state normal school, at the last 
moment secured a private offer of $10,000 for the purpose, conditioned 
on the state’s matching it -with an equal amount. Even then, -with all 
the eloquent oratory of Horace Mann (1796-1859), Massachusetts’ 
greatest secretary to its State Board oi Education, the state normal 
school was launched for an experimental period of only three years. 
And at the end of that period only after a protracted legislative battle 
was the state normal school continued with a reduced grant of $6,000. 

The opposition arose from various sources, some religious and some 
private. Many still thought the academy competent to serve all 
legitimate requirements of the state. Not a little of the opposition 
stemmed from the fact that the inspiration of the normal school was 
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Prussian in origin. Particulsj'ly displeasing to the American mind was 
the fact that the Prussian seminary was expected to inculcate prospec- 
tive teachers with a willing obedience to their superiors or masters. 
That good practices could be retained and undemocratic ones sifted 
out was evident in the first normal school established by Connecticut 
at New Britain. One of its early circulars made this observation 
about discipline: “The age of the pupils, the objects which bring them 
to a normal school and the spirit of the institution itself, will, it is 
believed, dispense with the necessity of a code of rules.” ^ Countering 
the fear of autocracy, also, was no less a person than a former president 
of the United States, John Quincy Adams. Shall republics, he cried 
out, be outdone by monarchies in their solicitude for popular education 
at the hands of trained teachers? 

Indicative that fears of Prussian influence were easily exaggerated 
stands the fact that the normal schools founded in this country before 
the Civil War were actually more like the American academy than the 
Prussian Lehrer-seminar. With minor amendments the normal school 
curriculum was really the same as the so-called “ English ” course of the 
academy. In other words, normal schools were, so to speak, academies 
devoted wholly rather than partly to teacher training. In a number of 
cases normal schools were located in old academy buUdings. In the 
case of the first normal school at Lexington, Massachusetts, its earliest 
title among its students was “Lexington Academy.’’ 

In addition to the English course composed of such ingredients as 
grammar, spelling, composition, arithmetic, algebra, geometry, 
physiology. Scripture, music, and drawing, the normal school also 
included lectures on the art of teaching and governing school. Lec- 
tures on School-keeping by Hall and especially The Theory and Practice 
of Teaching by David Perkins Page (1810-1848), first principal of the 
state normal school at Albany, were the type of text on p>edagogics read 
by most of the students.® In large part their prescriptions were of the 
empirical rule-of-thumb sort. Strangely enough, these books seem 
to have been little impressed with Pestalozzian methods. Conse- 
quently, influenced as our normals were by the Prussian Lehrer- 
seminar, they failed at first to make any outstanding adaptation of its 
single most successful feature, its Pestalozzian pedagogics. 

Not tUl the establishment of the state normal school at Oswego, 
New York, in 1860 did a wave of Pestalozzianism sweep through 

^ Quoted in W. D. Agnew, Adminiitralion of Professional Schools for Teachers, 
p. 71, Warwick & York, Inc., Baltimore, 1924. 

* For the detailed evolution of work in pedagogics, see O. J. Williamson, The 
DeeeUypmenl of Prrtfessiorud Programs in Education, Chap. 2, Teachers College, 
Columbia University, New York, 1936. 
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American normal schools. But again, strangely enough, the Festaloz- 
zian pedagogics introduced at Oswego by Edward A. Sheldon (1832- 
1897), its noted first principal, came by way of England rather than 
Prussia. Because the English emphasized the mechanics of Pesta- 
lozzi’s object instruction, the pedago^cs taught at Oswego tended 
toward the formal side. Students learned the technique of instruction 
through objects much more quickly than they gained understanding of 
the theory and spirit behind it. But even formal object instruction 
was so superior to the pedagogics which preceded it that the influence 
of Oswego on other normal schools was felt far and wide. 

The second wave of educational theory to sweep American normal 
schools was the Herbartian, toward the end of the nineteenth century. 
Just as Oswego was instrumental in spreading Pestalozzianism, so the 
state normal school at Normal, Illinois, was the center from which 
Herbartian doctrines of apperception and correlation radiated.* 
There it was that the great American Herbartians Charles De Garmo 
(1849-1934) and the brothers Charles McMurry (1857-1929) and 
Frank McMurry (1862-1936) made their initial reputations. 

By the turn of the century, normal schools made a wide offering in 
professional subject matter. One t 3 q>e of course was in basic educa> 
tional theory. Under this title some normals offered philosophy of 
education, and nearly all offered educational psychology. The history 
of education was another type of course that was all but universal. 
In fact, more was known about history of education than about any 
other branch of education at this time. A third, rather omnibus type 
of course was didactics, which instructed in the theory and art of 
teaching. Last was work offered in the model, or practice, school. 
This, however, deserves separate mention. 

The addition of a model school to the first normal at Lexington 
was a distinct improvement on the old academy. Historically, the 
model school served both as a place for the student to observe good 
instruction and as a place to get some practice of his own. Unfortu- 
nately, in Massachusetts the model school soon languished and died 
because it was inadequately financed and because the regular staff of 
the normal school was too overburdened with work to give it proper 
supervision. This mistake was not repeated when New York opened 
its first normal school in Albany five years after the one at Lexington. 
Yet it remained an open question for the rest of the century whether 
the regular staff should supervise practice teaching or whether there 
should be specially appointed critic teachers. So, too, there was con- 

* For a fuller account of these technical developments, see supra, pp. 210-221, 
310. 
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siderable debate in the remainder of the century whether the model, 
or practice, school should be under the control of the norm^ school 
or of the local public school system. Both sides, however, were in 
agreement that practice conditions should be as nearly like actual 
circumstances as possible.' 

The normal school movement progressed rather slowly at the 
beginning. At the very outset, it had to overcome the skepticism of 
those who had opposed its founding. Not only were enrollments very 
small at first, but those who matriculated often failed to stay through- 
out the three-year course. New York tried to entice students to its 
first normal school by subsidizing them to the extent of their railroad 
fare. It was not till the great expansion of free public education after 
the Civil War, when the staffing of the common, or elementary, schools 
came to depend almost wholly on women teachers, that the period of 
rapid expansion of normal schools set in. It is notable that the middle- 
western states met this expansion with much more liberal financial 
support than did the eastern states. Their greater effort was in part 
due to public lands the income from which could be turned to support 
educational purposes and in part to an attempt to compensate them- 
selves for the absence of a well-established system of secondary schools 
and colleges such as existed in the East. 

In spite of the later rapid growth in numbers attending state 
normal schools, there was still a great dearth of trained teachers. To 
supply this deficiency large city school systems like those of Boston 
and New York commenced before the Civil War to recruit teachers 
from training classes operated in connection with their own schools. 
This sort of training often appealed to girls who did not want to go away 
from home to a state normal school. In addition, it had the great 
advantage of offering opportunities for practice under local conditions. 
Though many cities adopted this scheme, it was not without draw- 
backs, not least of which was its tendency to encourage inbreeding of 
teachers. This narrowness of pedagogical outlook was often made 
more glaring by the fact that the pedagogical staff at state normals was 
usually quite superior to local ones. 

While the origin and growth of normal schools occurred chiefly 
under public auspices, it would be a mistake to overlook the growth 
that took place under private auspices, too. Most deserving of men- 
tion here is the effect the normal school movement had upon Catholic 
teaching orders. These orders had traditionally cared for the training 
of their members. Generally, training was undertaken in a period 

* See algo D. Fristoe, “Early Beginnings of Laboratory Schools,” EdvcaUotuU 
Administration and Supervision, 28: 219-223, March, 1942. 
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called the "novitiate.” Before the Third Plenary Council of Balti- 
more in 1884 this novitiate was usually a year or more in length. The 
effectiveness of this as a period of teacher training, however, was dimin- 
ished by the fact that much of it was devoted to religious discipline 
and by the added fact that frequently it was abbreviated because the 
demand for trained teachers was so very urgent. The Third Plenary 
Council took note of this situation and tried to rectify it by exhorting 
religious communities to give their members normal school training for 
a more adequate period of time. The stronger orders, eager to return 
to a longer period of training, did not wait for a second exhortation.^ 

TRANSITION TO THB TEACHERS COLLEGE 

By the end of the nineteenth century the normal school had become 
a well-established part of the American school system. Not only had 
it become the principal agency for the preparation of elementary 
school teachers, but it had also begun to be a source of high school 
teachers as well. Being practically the only institution that offered 
technical training in teaching to large numbers of students, it was the 
logical place to look for the great increment in teachers needed to man 
the high schools, whose period of phenomenal growth was just begin- 
ning.’ But there was one very important hurdle that the normal 
schools had to leap before they could enter freely and without objec- 
tion this new field of service to the public. They had to raise the 
length and quality of their training so that high schools would not fail 
of being accredited by the accrediting associations because some of 
their teachers lacked college degrees. 

As matters stood about 1890, approximately 65 per cent of the 
entering normal school population had only an elementary school edu- 
cation, and only about 20 per cent had finished high school. Conse- 
quently, the period of normal school training lasted anywhere from one 
to four years, depending on how much high school work was offered in 
the normal school curriculum. In practically no cases did the normal 
school course extend more than two years beyond the usual four-year 
high school. Despite the attention given to the "technique” of 
teaching, a background such as this was far from adequate preparation 
to instruct in high schools that were preparing for college. Nor 
could normal school students altogether make up for this deficiency 
by being more mature — on the average, twenty years of age — or by 

‘ For an account of the founding of various teaching orders in the United States, 
see J. A. Bums and B. J. Kohlbrenner, A History of CtUluiiic Edticalion tn the V rated 
States, Chaps. 2-4, 6, Benziger Bros., New York, 1937. 

' For a further description of the high schools’ growth, see supra, p. 436. 
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being self-supporting and thus having habits of attention, industry, 
and perseverance which indicated that they knew the value of time 
and opportunity. 

The whole predicament was further complicated by uncertainty as 
to the role to be played by colleges and universities in the preparation 
of secondary school teachers. These institutions had long given 
adequate academic training to qualify students to teach in secondary 
schools, but on the whole they had neglected the more technical phases 
of teaching. Some of them feared the competition that the normal 
schools might offer in academic preserves which hitherto they had them- 
selves more or less monopolized. Others thought that it was high time 
the colleges and universities began to offer technical courses in educa- 
tion themselves. Whether or not colleges should undertake this work 
was the subject of heated and extended discussion at the 1889 meeting 
of the New England Association of Colleges and Preparatory Schools. 
Holding the affirmative, that they should, was G. Stanley HaU (1846- 
1924), eminent educational psychologist and president of Clark Univer- 
»ty. Holding to the negative were the presidents of Harvard and Yale, 
Charles William Eliot (1834-1926) and Timothy Dwight (1828-1916). 
The latter two advocated as an alternative the establishment of a 
“higher" normal school. As a matter of fact, the future developed 
along the lines of both these alternatives. 

The idea of some higher development of the normal school appealed 
to the state of New York. Therefore, in 1890, it reorganized its first 
normal school at Albany into the New York State Normal College. 
Michigan improved on New York in 1903 and constituted its normal 
college at Ypsilanti the first state teachers college. In giving the 
normal school at Albany collegiate status, New York empowered the 
institution to grant degrees in pedagogy. This privilege betokened 
that the State Board of Regents apparently expected the institution to 
avoid instruction in conventional college subjects and to restrict itself 
to purely professional courses. Fifteen years later the regents, 
impressed with the increasingly exacting demands of scholarship made 
on high school teachers, authorized the college to draw up a four-year 
course of study in pedagogics and liberal arts. Students for this pro- 
gram were to be selected according to entrance requirements that 
approximated those of the best eastern colleges and at the end were to 
be awarded the bachelor-of-arts degree. Furthermore, at this time 
Albany dropped the preparation of elementary school teachers and 
concentrated wholly on the preparation of high school teachers. 

When the new normal colleges commenced awarding degrees in 
pedagogy, no particular exception was taken. But when the new 
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teachers colleges commenced to grant the arts degree, there was a 
definite outcry. Colleges of liberal arts particularly were prompted to 
object. They took the position that it was historically unwarranted 
to grant the B.A. degree, long associated with the tradition of liberal 
education, to graduates of professional schools. A more careful read- 
ing of history should have advised them, as already seen, that the arts 
degree in the medieval imiversity originated almost exclusively as a 
teaching degree.' 

The struggle between protagonists of liberal and professional edu- 
cation was waged, not only between liberal-arts and teachers colleges, 
but between rival factions within the teachers-college faculties them- 
selves. On the whole it seems that the western state teachers colleges 
were at first more favorably inclined toward liberal studies than were 
the eastern ones. Like its more generous support of its normals, this 
inclination seems to have been due to the West’s greater dependence on 
teachers coUeges to augment the supply of higher education. 

Perhaps the most notable compromise reached between the subject- 
matter specialists and the specialists in techniques of teaching subject 
matter was that designated by the phrase “professionalized subject 
matter. ’ ’ The compromise suggested here was that academic or liberal 
studies were very important but that they should always be taught 
with a view to the part they might play in the teacher’s future pro- 
fessional duties. Progress in formulating this compromise began in 
the latter half of the nineteenth century and continued well into the 
next century, when the tendency arose to restate it in terms of Dewey’s 
instrumentalistic philosophy of education.^ 

The evolution of normal schools into teachers colleges was by no 
means confined to the training of high school teachers. It spread to 
the trainmg of elementary teachers as well, a spread that had the 
endorsement of the National Education Association as early as 1908. 
Once this transition got under way, it moved quite rapidly. Thus, in 
1920 immediately after the First World War there were in the United 
States 46 teachers colleges and 137 normal schools. Only eight years 
later on the eve of economic depression the proportion had almost 
reversed itself, there being then 137 teachers coUeges and 69 normal 
schools. The chief problem presented by this rapid growth was to 
ensure that the normal schools reorganized into teachers coUeges became 
coUeges in fact as well as in name, that the addition of two more years’ 
work was more than a mere quantitative one. 

'Swift, F. H., “The Teacher’s Baccalaureate,” Teachers College Record, 21: 
25-50, January, 1020. 

' For a fuUer account of Dewey’s instrumentalism, see supra, pp. 120-132. 
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The rapid growth of teachers colleges almost immediately posed a 
problem of standardization in order to keep requirements uniformly 
high. When the National Education Association gave its encourage- 
ment to the transformation of normal schools into teachers colleges, 
it suggested such standards as high school graduation for an entrance 
requirement, a four-year curriculum broad enough to cope with the 
new demands on teaching, and departments of educational research. 
Meantime, the normal schools and colleges had been measuring them- 
selves against each other in their voluntary organizations. ‘ A normal 
school department of the National Education Association, organized in 
the nineteenth century, and a National Council of Normal School 
Presidents, organized in the twentieth century, merged after the first 
World War into the American Association of Teachers Colleges. 

This association in 1926 adopted an important set of standards for 
accrediting its members. It defined teachers colleges as institutions 
devoted exclusively to the training of teachers and offering at least one 
four-year course for that purpose. Admission requirements were set 
at high school graduation and graduation requirements at the conven- 
tional college standard of 120 semester hours of work. Prescriptions 
were also laid down with regard to the size of teachers-college faculties, 
their degrees, and their teaching load. Moreover, teachers colleges 
were required to have training schools and proper libraries. The 
association even legislated on building standards and declared that 
indifferent financial support would be evidence of an inadequate 
educational program. 

After the First World War there developed an increasing dissatis- 
faction with the curricula of the teachers colleges. Up to that time, 
teachers colleges had tended to imitate each other in the construction 
and reconstruction of their curricula. No one had examined the 
curriculum appropriate for teacher education from the critical point of 
view, which was just then beginning to yield such significant results 
in elementary and secondary school curricula.^ To fill in this gap 
was the purpose of The Commonwealth Teacher-training Stvdy* With 
a generous subsidy and a corps of assistants an elaborate analysis 
was made of the teacher's activities in class, in the extracurriculum, 
in the community, and the like. The results of this analysis were 
worked over into standards by which not only existing curricula could 
be evaluated but new ones could be set up. 

' Crabs, A. L., G. Poret, and T. E. Smith, “The Evolution of Teachers College 
Standards,’’ American Association of Teachers Colleges, 16th Yearbook, 1937, 
pp. 104-123. 

* For a description of this curriculum development, see supra, pp. 292-299, 

' University of Chicago Press, Chicago, 1929. 
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. The same year the Conmionwealth study came off the press, the 
great depression added to the uncertainties of teacher education. In a 
short ten years the country had moved from an appalling dearth of 
teachers during the First World War to an unemployable surplus 
during the depression. It became much easier to get teachers than to 
get money from legislatures for teacher training. The efforts of 
public and private institutions for training teachers overlapped. 
These difficulties were complicated by uncertainty as to how much 
time a prospective teacher should spend in training, how much time he 
should give to general and professional education, how much practice 
teaching he should have, and other problems. To get at the facts 
necessary to clearing up these confusions a national survey of the 
education of teachers was undertaken in 1931, and its results were 
published two years later. 

Perhaps the moat radical endeavor to blaze a new trail in teacher 
education was that undertaken by Teachers College at Columbia 
University. In setting up New College it had in mind applying 
principles of progressive education to the training of teachers. Con- 
sequently, the curriculum of New College provided for the individual- 
ization of pupil programs of study. Though much freedom was 
allowed, a principal objective was the integration of the various 
liberal and professional studies. Academic studies were to be supple- 
mented by work in industry, on the farm, or in commerce. In no 
event was the semester hour to tyrannize over the program. Unfor- 
tunately, however, the depression closed the college before it could 
undergo a reasonable trial. 

TEACHEK TRAINING IN COLLEGES AND UNIVERSITIES 

Note has already been taken of the mild crisis at the end of the 
nineteenth century when the question was debated whether the 
advanced training of teachers should go forward in ‘‘higher’’ normals 
or whether the time was ripe for colleges and universities to interest 
themselves in the professional study of education. How the idea of 
higher normals eventuated in teachers colleges has just been traced. 
It is in order now to follow out the developments attendant on insti- 
tuting courses in the professional study of education in already existing 
colleges and univerrities. 

As already seen in the preference of Eliot and Dwight for higher 
normal schools, the old-line seats of learning did not at first want to 
be troubled with the professional study of education. This negative 
disposition was a bias of long standing and, although departments and 
schools of education at colleges and universities have become common- 
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place since the nineteenth century, had far from disappeared even at 
the outbreak of the Second World War. It is noteworthy, for instance, 
that, when at the Yale commencement already mentioned Deniscm 
Olmstead sounded an early clarion call for the better training of 
teachers, neither Yale nor any other college, for that matter, did 
anything in response. No doubt this apathy is easy to understand. 
Olmstead had the elementary, or common, schools in mind. Certainly 
no one expected the colleges to give more adequate instruction in the 
common school subjects, which apparently was the cr 3 dng need of the 
day. Indeed, even academies, though their teacher training depart- 
ments taught these subjects, thought such instruction somewhat 
beneath their dignity. 

This situation improved little if at all with the introduction of 
the more technical subject of pedagogy. At first, pedagogy was so 
empirical and so unscientific that it seemed as far below the notice of 
college professors as did the common branches themselves. Even 
after the introduction of Pestalozzian and Herbartian notions, ped- 
agogy still seemed far from the sort of technical “mystery” that was 
worthy to occupy a part of the college curriculum or the time of the 
professorial mind. When a chair of pedagogy was under consideration 
at the University of Michigan, someone asked what technical literature 
could be the province of such a chair. The question was an embar- 
rassing one; for in the decades following the Civil War there actually 
was a dearth of good professional literature, and what little existed was 
mostly in German. No doubt. President Eliot of Harvard spoke for a 
great many when he remarked that his faculty “in common with most 
teachers in England and the United States feel but slight interest nr 
confidence in what is ordinarily called pedagogy.”* 

Eliot was right. Pedagogy did not enjoy the full and unqualified 
confidence of professional educators. In fact, in the twentieth century 
the term fell into such disrepute that it quite lost its currency. At 
the turn of the century, however, new philosophic and scientific 
movements in education led by John Dewey (1859- ) and Edward 

L. Thorndike (1874- ) went far toward building new confidence in 

the professional study of education.* But the title of pedagogy, 
though still highly appropriate, remained a discredited term because 
of its associations. 

Another source of the colle^te and university bias against the 
professional training of teachers was the low standard of scholarship 

‘ Report of the United States Commissioner of Education, 1890-1891 vol 2 
p. 1076. 

* For an account of these movements, see lupra, pp. 129-134, 148-164. 
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that obtained in the academy and nonnal school training of teachers. 
Probably none deplored these low standards more than the normal 
schools themselves. Yet they were almost powerless to mfike quick 
and sharp improvements in their standards. The salaries of common 
school teachers were so low and the demand for tethers so great in the 
nineteenth century that many left normal school long before they had 
completed the full prescribed course. As institutions of higher 
learning looked down the ends of their respectable noses at this indiffer- 
ent product of the normal schools, it often seemed as if they failed to 
take into account the great difficulties under which the normals 
labored. 

In spite of these serious handicaps, the professional study of educa- 
tion slowly but surely made its way into the academic strongholds of 
college and university. As already implied, it was the rising demand 
for trained secondary school teachers and the new dignity given to the 
technical study of education by science and philosophy that breached 
the academic walls. In 1852 the University of Indiana was the first 
to yield to the demand for adding education to the list of higher studies. 
The state universities of Iowa and Michigan were not far behind. 
After the Civil War these latter two institutions transformed their 
chairs of pedagogy into departments of education. Before the century 
was out, even old foundations like Harvard and Yale offered courses in 
education. Such beginnings, however, were frequently subdivisions 
of older and more strongly established academic departments, such as 
philosophy and psychology. 

By far most significant for the future development of the higher 
study of education was the founding of Teachers College at Columbia 
University in 1892. This institution had begun three years earlier as 
the New York College for the Training of Teachers. It aimed to serve 
education at the same level that the better schools of law and medicine 
served their professions. From the very first, its supporters looked 
forward to the day when its principal work could be pitched at the 
graduate level. But current practical demands long made it necessary 
for Columbia to offer work at the undergraduate level as well. ' Never- 
theless, under the far-seeing leadership of James E. Russell (1864- 
1945), an exceptionally able faculty gathered at Teachers College. 
In addition to such outstanding men as Dewey and Thorndike were the 
educational historian and encyclopedist Paul Monroe (1869-1946), the 
noted Herbartian Frank McMurry, the educational philosopher 
William H. Kilpatrick (1871- ), and the great authority on normal 

schools and teacher colleges, William C. Bagley (1874-1946). These 

‘ Cf. the experience of Johns Hopkins, supra, pp. 489-490. 
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men and others educated a whole generation of students who went out 
to positions of leadership not only in all parts of the United States but 
in all parts of the world as weU. 

By the first decade of the twentieth century, most of the state 
universities of the Middle West had reorganized their departments of 
education into independent schools of education. This became a 
necessity, for as long as the study of education remained a subdivision 
of one of the liberal arts it was difficult to get the time and staff 
necessary for the more vocational aspects of education. While in 1900 
only 24 colleges and universities were offering professional work in 
education, in another three decades nearly 600 were doing so. Clearly, 
in spite of the sceptics who stiU remained in some academic faculties, 
the higher study of education was meeting a very real national need. 
Furthermore, at the graduate level it was creating the literature in the 
science of education that had been so lacking in the nineteenth century. 
The first journal to report new scientific research in education was the 
Pedagogical Seminary launched by G. Stanley Hall at Clark University 
in 1891. While in 1910 the number of Ph.D.’s that were awarded for 
educational research was reckoned in tens, after the First World War it 
was counted in hundreds. Indeed, it is perhaps not too much to say 
that graduate study in education came to operate in the United States 
as a sort of French Ecole Normale Supirieure. 

CEBTIFICATION OF TEACHEEB 

The interest of the American public in having its teachers certified 
is considerably older than its interest in taking a responsibility for 
having them trained. Thus, even in colonial times it was customary 
for public authorities, usually the school committee, to examine 
candidates for public employment as teachers. Probably the cliief 
anxiety of the examiners regarded the candidate’s religious orthodoxy, 
for in those days this was of paramount importance where the pliant 
minds of the young were concerned. In addition, inquiry was also 
directed at what the candidate knew about the subjects he was to 
teach and especially at how well he could "govern” a school. Any 
certificates issued on the basis of such an examination were usually 
good only for the locality over which the school committee presided and 
generally for no longer than a year. 

Satisfactory as local certification of teachers was for frontier 
communities, it soon showed definite weaknesses. Most obvious was 
the unevenness of certification from community to community and 
the inconvenience to which a teacher was put by having to stand 
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reexamination every time he changed his location.^ But also unfoi^ 
tunate was the lowering of standards that followed on the breakdown of 
towns and counties into districts as the local units of educational 
administration.* These units were so small and often so isolated 
that they quite lacked broad educational ideals ^ven if they had had 
the resolution to insist upon them. 

This situation did not improve till powers of certification were 
returned to the town and county authorities. Yet even then there 
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Frequently, examination, certification, and hiring were done in a single interview. 
(Courtesy of Bettmann Archive) 


still remained considerable unevenness of administration, which did not 
vanish tiU the state asserted its central authority to issue certificates. 
Salutary as the centralization of teacher certification in the hands of 
the state was, it was a policy that had been adopted by only a few 
states at the turn of the century and by only a little more than half of 
them in the first quarter of the twentieth century. Time, of course, 
was on the side of the state; for, with the increasing mobility of 
population brought on by improvement in transportation, teachers 
more and more wished to possess certification that enabled them to 

1 To assist candidates in passing any sort of examination, I. Stone published his 
EUmenlary and Complete Examiner, A. S. Bames & Co., New York, 1869. 

' For a more complete account of the district system, see infra, pp. 572-576. 
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teach anywhere within state boundaries. In addition, the state had 
another attraction to oiler, the substitution of approved training 
at a state normal school for the state examination leading to 
certification. 

Public authorities were not long in learning to use certification, 
not only as a prophylactic to protect the public but also as a positive 
instrument to improve the quality of teachers. The chief way in which 
they forged their instrument for this purpose was to grant different 
sorts of certificates, proportioning the time they ran to the amount of 
training taken to receive them. Henry Barnard was one of the first to 
recommend this practice. Most prized, of course, was the permanent, 
or life, certificate, which permitted its holder to teach anywhere in the 
state for the rest of his life. While the immediate effect of the life 
certificate had the desired effect of raising the quality of teachers in the 
nineteenth century, its long-term effect in the twentieth century was 
seen to stifle further professional growth. Consequently, toward the 
middle of the twentieth century there was a tendeney to argue for 
temporary certificates so that the state could keep constant control of 
the qualifications of its teachers. 

Latterly, differentiation in the certificates issued to teachers took a 
different direction. Instead of certifying competence to teach for 
a certain length of time, the state commenced to certify competence 
in a particular field of teaching such as the kindergarten or primary 
grades in the elementary school or some subject-matter field in the high 
school. Such specialization in certification was an evidence of the 
great technical complexity that the professional study of education 
had achieved in the twentieth century. Consequently, by the Second 
World War neither competence in educational technique nor com- 
petence in subject matter was alone sufficient to qualify one for 
teaching in the public schools. Rigorous rules of certification laid 
down requirements in both. In addition to subject-matter specializa- 
tion, they required at least educational psychology, principles of either 
elementary or secondary education, and a certain number of hours 
spent in practice teaching. 

It needs pointing out historically that public certification has been 
required only of teachers in public schools. At times in the past 
there has been a desire but also a great hesitancy to demand certifica- 
tion of teachers in private schools as well. It may be said for the 
socially select private school that at its own instance it has usually set 
very high academic subject-matter requirements of its teachers, but 
also it may be said against it that it has tended to scoff at requirements 
in technical education. Indeed, there has even been a tendency t» 
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regard these latter requirements as the “racket” of a pressure group. ‘ 
The private parochial school system of the Catholic Church, on the 
other hand, has traditionally accepted the idea of certification. 
Althou^ the Third Plenary Council of Baltimore in 1884 made 
certification properly a function of the diocese,, this policy has not 
worked out well. Instead, Catholic teachers have come voluntarily 
to seek state certification, leaving it to the diocese to make any further 
religious requirements it may wish.* 

The positive and aggressive raising of standards of certification 
was seldom an easy task. The almost constant excess of demand for 
over supply of teachers in the nineteenth and early twentieth centuries 
exercised continual restraint on those who wished to elevate require- 
ments. If they had raised them to what professional standards 
demanded, they would but have made the existing sliortage of teachers 
more acute. With the exception of periods of war, it was not till the 
severe economic depression of 1929 that the country experienced for 
the first time in its history an excess of supply of over demand for 
trained teachers. A number of states took advantage of this unusual 
circumstance to raise their certification requirements to a level at 
which they had long wished but had not dared to fix them. 

Incidentally, the depression also afforded some of the better 
teachers colleges the rare experience of turning away applicants for 
admission. Consequently, they were able to make an initial selection 
of candidates for future certification, a fact that was very significant. 
From the first, the normal school at Lexington, Massachusetts, had 
realized that there were students who had the intellectual ability to 
absorb its curriculum but who nevertheless lacked the temp)er and tact 
necessary to teach school. Instead of discouraging this sort of student 

’ Professor Robert A. Millikan, Nobel prize winner in physics, expressed a 
common academic attitude toward modem certification requirements when in the 
New York Times of December 28, 1930, he said, “I actually had a first-rate training 
for teaching physics, or, for that matter, for teaching any analytical subject; for in 
the high school, in the preparatory school, and in college I had excellent teachers of 
algebra, geometry, trigonometry, and analytics, who kept me hard at work solving 
problems from the time I was thirteen up to the age of twenty-one, and who gave 
me thereby vastly more sound training for teaching physics than I could have 
acquired by any number of courses in pedagogy. . . . Now, my comment is that 
I couldn’t today break into, os I did forty years ago, the teaching of secondary 
school physics, because our states, many of them, have passed laws under the 
stimulus of teachers’-college labor unions, which actually are working, so it seems 
to me — and I know I am right in at least a few individual instances — to prevent 
the ablest and best trained of our younger minds from getting into secondary 
teaching at all.” 

* Bubnb and Kohlbbknnb^, op. ctt., p. 222. 
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at the outset, the authorities were wont to let him go through the school 
on the chance that his subsequent experience in the field might prove 
their prejudgment wrong. In the twentieth century, however, with 
aptitude tests available to assist faculty judgment, there was a strong 
movement afoot to try to select teachers in advance of training and 
certification. 


IN-SERVICE TRAININQ OP TEACHERS 

Although until the depression of 1929 the practical demand for 
trained teachers outran supply, with the consequent tendency for 
teachers to enter teaching before completing their normal training or 
with their normal training at a minimum, an early and commendable 
effort was made to help these teachers to make up their deficiencies 
while teaching. Henry Barnard in mid-nineteenth century was among 
the first to make some simple suggestions toward this end. Among 
other things he urged teachers to visit each other’s classrooms to see 
whether they could pick up any suggestions. In addition, he recom- 
mended that they subscribe to some good educational periodical in 
order to keep abreast of new developments in their profession. Ridic- 
ulous though this may seem, he even called upon them to buy a book 
on the problems of teaching. His teacher institutes, already men- 
tioned, were perhaps his greatest contribution to the improvement of 
teachers already in the field. 

Barnard’s exhortation to teachers to become better read in their 
professional problems bore its richest fruit in the next to the last 
decade of the century. The Ohio State Teachers Association then 
took the lead in organizing a reading circle among teachers. The 
plan was to provide for teachers a systematic course of reading covering 
a period of anywhere from a year to three years. Happily, the 
reading lists contained books on science and literature as well as books 
of a more professional nature. 'The plan met an immediate and 
enthusiastic response, as witness its spread and adoption in every 
state of the union except one. A number of states even legalized the 
circle, while others made arrangements whereby work accomplished 
in it was credited toward certification. An approving nod for the 
movement came from the United States commissioner of education 
himself. State memberships in these circles ran as high as 10,000 
and reached their peak in the first decade of the twentieth centuiy. 
Thereafter, the reading circle entered a steady decline as summer 
school and university extension became the more effective and popular 
means of in-service training of teachers. 

The summer school that supplanted the reading circle was also 
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the logical successor to Barnard's teacher institute. The summer 
school was like the institute in that it offered a relatively brief intensive 
period of training, but it also resembled the normal school, college, 
and university in that its course of study was much more rigorous than 
that of the old institute. The idea of the summer school seems first 
to have hatched in the mind of Harvard’s famous professor of zoology, 
Louis Agassiz (1807-1873). The effective study of zoology requires 
field work; what better way to provide opportunities than to use the 
long summer vacation? The sponsors of the study activities centering 
at Chautauqua, New York, also popularized the idea of making a 
profitable use of the summer vacation period. Educational meetings 
on the Chautauqua model were soon held at Martha’s Vineyard, 
Massachusetts, and at Saratoga, New York. 

It was not till after 1900, however, that summer schools for teachers 
received an organization and administration that coordinated them 
with the main trunk line of year-round teacher training. This started 
with states’ coimting summer work toward the renewal of temporary 
certificates. Later, ways were worked out so that summer study 
could be evaluated in terms of the regular winter program. There- 
after, it became possible for teachers eager to improve themselves to 
win advanced degrees by installments while still employed. Some 
public school systems stimulated the improvement of its teachers by 
offering salary increments for summer courses completed. State 
departments of education also gave great impetus to the summer 
school, for it became one of the most convenient means by which 
teachers could satisfy the gradually but steadily advancing require- 
ments for certification. Taken all together, these influences built up a 
summer-school clientele that alone reached a quarter of a million 
teachers just as the great economic depression at the end of the 1920’s 
settled over the country. It was probably the greatest mass attempt 
ever known at professional self-improvement in service. 

The university-extension movement also lent itself effectively to 
the movement for improving teachers in service. As in the case of the 
summer school, university extension, though it got under way in the 
nineteenth century, did not reveal its possibilities for teacher training 
till the twentieth century. Then it developed a whole series of late 
afternoon, evening, and Saturday morning classes both on and off 
campus. The off-campus course was particularly advantageous 
where practical field work was involved. Its great disadvantage, 
however, lay in the inadequacy of library facilities. Much the same 
considerations obtained when extension training was later carried on by 
correspondence. 
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FBOFE88IONAL MAGAZINES 

Professional periodicals, at the time when Barnard was urging 
teachers to read them, were only in their infancy. The first magazine 
devoted to the interests of teachers, the Academician, survived its 
birth in 1818 by only a few years. Other magazines took its place. 
Of chief interest were the Masaachusetls Common SckoolJoumal started 
by Horace Mann and the Connecticut Common School Journal started 
by Henry Barnard. Both journals played a prominent part in the 
common school revival of the fourth and fifth decades of the nine- 
teenth century. On the one hand, they were designed to arouse 
public interest in the schools and on the other to acquaint teachers in 
service with better practices. Particularly intended to be a scholarly 
compendium of the best current theory and practices here and abroad 
was Barnard’s American Journal of Education. Of such monumental 
proportions did this prove to be that it earned Barnard the distinction 
of being virtually the creator of American educational literature. 

It is a startling fact that none of these journals was self-supporting. 
Barnard almost impoverished his old age by sinking his personal for- 
tune in his American Journal, and state departments of education, 
which followed the example of Massachusetts and Connecticut in 
having ofiBcial journals, were not long in finding that their organs had 
to be either subsidized by the state or paid for out of state education 
association dues. Even in the twentieth century, voluntary subscrip- 
tions by teachers to professional magazines were in such small volume 
that many of these publications were imable to stay in the field without 
some kind of sponsorship, such as that of professional associations. 
The growing graduate schools of education, interestingly enough, 
gladly provided another of the principal sources of this sponsorship. 
Like other graduate faculties they counted learned publication one of 
the bright jewels in the crown of higher learning. 

As already stated, early educational journals served the double 
purpose of improving teachers in service and of arousing the public to 
the needs of the schools. This latter pur})OBe disappeared after the free 
public school system became firmly established in American affections. 
Thereafter, the principal magazines directed toward the lay public were 
those for parents, a type that continued to come off the press right 
down into the twentieth centuiy. In that century, however, educa- 
tional periodicals underwent a great diversification in order to keep 
abreast of the specialization occasioned by the tremendous accumula- 
tion of educational data stimulated by the new scientific and philosoph- 
ical study of education. Separate magarines appeared for the different 
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levds of the educational ladder. Each subject-matto* field, too, 
such as English and geography, seemed to have a publication devoted 
to its interests. School superintendents and supervisors were served 
by several periodicals. Reports of scientific research in education 
found outlet through various publications and reviews. New depar- 
tures in education, pressed with the need of getting their cause before 
the lay and professional public, often sponsored joumab. Again, 
educational-news coverage was the forte of another magazine. In 
addition to aU these, the Catholics had periodicals of their own to keep 
their constituency informed of Catholic views on education. 

EDUCATIONAL ASSOCIATIONS 

Another powerful means of improving the quality and status of 
teaching was the formation of professional associations of teachers. 
The precedent for this movement in the nineteenth century was the 
American lyceum movement. The early lyceum started as a pressure 
group of lay and professional people bent on stirring the public to 
greater effort on behalf of the common schools. Contact with spirited 
laymen in these lyceums taught teachers much about the value and 
strategy of organizing to achieve their ends. It was not long, there- 
fore, before teachers were organizing associations exclusively their 
own, some along local, some along national fines. 

Local associations were of various sorts. In large urban centers 
like Boston and New York, city associations arose. It was in Massa- 
chusetts and New York, too, that the first state associations took form 
just before the middle of the nineteenth century. More regional in 
character was the American Institute of Instruction, which organized 
the New England area after 1830. The programs of this institute were 
of first-rate quality, as one might exp>ect, considering that its member- 
ship catered only to the elite in the profession. It excluded not only 
common school teachers from its meetings but the public as well. 

In 1849 an attempt was made to form a national education associa- 
tion under the title of the American Association for the Advancement 
of Education. This association had Horace Mann for its first presi- 
dent. It also had a large number of laymen in its membership. The 
first effort to establish a national organization exclusively for teachers 
occurred at Philadelphia in the next decade. As the result of a call of 
ten state teacher associations, seventy-five people met there in 1857 to 
form the National Teachers Association. This national organization 
did not thrive well at first. Born on the eve of a war to test the unity 
of our nationhood, it could hardly have picked a less propitious 
birthday. In addition, the new association was not too popular 
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because it limited its membership to men and to public school men at 
that. A few years after the CivU War the National Teachers Associa- 
tion still showed no outstanding evidence of growth, having a member- 
ship of only 300 or thereabouts. 

In 1870 the National Teachers Association became the National 
Education Association, and from this date there commenced a more 
rapid and significant growth of a national organization of American 
teachers. The secret of the progress of the National Education 
Association lay in its expansion through federation. Thus, very 
shortly after its initial launching, other organizations like the American 
Normal Association and the National Superintendents Association 
affiliated themselves with the National Education Association and 
became departments in it. Augmented in this manner, membership 
increased to 2,500 by the opening of the next century. Membership 
became so large, in fact, that an inner National Council was organized 
for the abler and more active minds in the total organization, which, 
it was thought, was becoming heterogeneous and unwieldy. Yet, 
in spite of the gratifying growth to 2,500, it must be remembered 
that this was only a very small percentage of the total number of 
teachers in the United States at this time. 

In the nineteenth century the National Education Association grew 
not only in numbers but in professional prestige as well. Nothing 
better indicates the professional eminence it attained than the famous 
committees it sponsored in the last decade of the century. Its 
Committees of Ten and Fifteen, to mention but two, returned reports 
that profoundly influenced the organization and curriculum of Ameri- 
can schools in the next century.* Leadership in the National Educa- 
tion Association never drew on more eminent men than it did during 
this period, for this was the time when men like Charles William Eliot 
of Harvard and William Torrey Harris (1835-1909), United States 
commissioner of education, were the sort of timber from which the 
association’s presidents were cut. 

Excellent as was this leadership, in the opinion of many it was too 
much drawn from college campuses. Others thought that the school 
Superintendents exercised too much control. Although the National 
Education Association had long since admitted women to its ranks, as 
Well as private and parochial school teachers, there were still others 
who thought that the voice of women did not weigh heavily enough 
in the association’s policies. Another complaint cited that meetings 
of the association were too much influenced by the circumstance that a 
preponderance of the attendance came from the vicinity of the city 

' For a more extended account of these committees, see supra, pp. 401 , 437-441. 
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where it met. All these criticisms culminated in a reorgEmization and 
democratization of the Nation^ Education Association immediately 
following the First World War. At that time a repreBentat4ve assem- 
bly was set up to govern the organization, and its membership was 
enlarged from 10,000 to about 200,000 in the years before the next 
world war. 

The reorganized National Education Association exerted itself 
harder than ever to provide the country with national leadership in 
education. It set up headquarters at the nation’s capital and also 
organized a research division. Most significant of all, however, was its 
formation of the Educational Policies Commission in 1935. Aided by 
a generous grant from the General Education Board the association 
picked a committee of its top leaders to appraise current national 
trends in education, to plan for the future, and to disseminate its 
thought through a series of monographs. 

Another attempt to organize all ranks of teachers nationally was 
the National Catholic Education Association. This organization got 
its start in 1903 and was somewhat similar to the National Education 
Association in that it bound together in one organization a number of 
separate Catholic education societies. While the scope of its purpose 
was larger than that of the National Education Association in that it 
included religious as well as secular education, its numbers were 
necessarily somewhat smaller because of the sectarian character of the 
Catholic religion. 

From the first, the National Education Association organized 
American teachers on the basis of their common professional tie. In 
1916 a different sort of national organization of teachers made its 
appearance, the American Federation of Teachers. This federation 
was an attempt to organize teachers along labor-union lines, to organize 
them on the basis of their common economic interests as well as their 
professional ties. It was no sooner set up than it naturally affiliated 
with the American Federation of Labor. The larger parent organiza- 
tion, however, gained no control over the policies of the teachers’ union. 
Nor did the latter adopt the strike as an instrument of educational 
policy. Starting with a membership of 2,500, the American Federation 
of Teachers had grown to over 30,000 before the Second World War. 
In the more than quarter century of its existence it has exerted an 
influence far out of proportion to its numbers. On the whole, this 
influence has been exerted in the direction of much the same sort of 
improvements that the National Education Association had sought, 
such as better child-labor laws, pensions, and academic freedom. 

The twentieth century also witnessed the formation of a number 
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of other national organizations of teachers, which had more limited 
educational purposes than the three already mentioned. Among the 
few that can be mentioned here, certainly the National Society for the 
Study of Education deserves early consideration. This society 
started originally in 1895 as the National Herbart Society for the 
Scientific Study of Education. Although from the first not bound by 
Herbartian doctrines, ‘ the decline in Herbartian influence soon led the 
organization to change its name to the National Society for the 
Scientific Study of Education. But even this title proved too narrow 
for the objectives of the society, and therefore the word “scientific” 
was dropped. 

In spite of this last change of title a number of the members of 
the National Society for the Study of Education felt that the society’s 
yearbooks failed to take a sufficiently forceful stand on social issues 
which affected education. Failing to make headway on this point 
within the society, these members decided in 1934 to organize a new 
society, the John Dewey Society. The liberal social orientation of this 
society’s yearbooks has been as pronounced as those of the great 
educator after whom the society was named. But the society had no 
more exclusive commitments to the educational philosophy of John 
Dewey’ than the National Herbart Society had to Herbart. 

Last but not least to deserve mention here is the Progressive Educa- 
tion Association founded in 1918. The persons who met to form this 
organization were joined more in common protest against the formal- 
ism of the sort of education inherited from the nineteenth century than 
in any commonly accepted positive philosophy of their own. The 
association was bent on encoura^ng new variations, and its spirit 
was very individualistic during the first decade of its existence. So 
individualistic was it that the association was roundly criticized at the 
beginning of the depression of 1929 for having no social orientation. 
In the next decade the association almost overcorrected for this 
shortcoming, for it found itself accused of fostering socialism and 
collectivism. Finally, various pressures led the association in 1944 to 
change its name to the American Education Fellowship, thus bringing 
its name- more in harmony with the world organization of the New 
Education Fellowship. 

FEMINIZATION OF TEACHING 

Note has already been taken of the complaint that women entered 
over the disproportionate influence exerted by men in the affairs of the 


* For a more complete account of theae doctrines, see supra, pp. 219-221, 310. 

* For a fuller development of this philosophy, see supra, pp. 120-132. 
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N ational Education Association. This complaint focused attention on 
a long-term trend in the personnel of the teaching profession. Down 
through the eighteenth century, teaching had been ahnost-altogether 
a man’s job. In just one century’s time, the nineteenth, teaching 
became a preponderantly woman’s vocation. Indeed, nothing bears 
more startling witness to the profound transformation which took place 
than the fact that during this century usage substituted the personal 
pronoun "she” for “he” in referring to the teacher. 

This transformation was compounded of many factors. Women 
seem to have made their first entry into teaching through the old dame 
school as early as the seventeenth and eighteenth centuries. The 
dame school, however, was the stepping stone to nothing in partic- 
ular — ^not even to marriage, as teaching later became — and it opened 
no enviable career of its own. At the end of the eighteenth century 
the infant school seemed to beckon to women as its appropriate teaching 
personnel. This school was at least a little more challenging than the 
dame school.^ In the next century Friedrich Froebel (1782-1852) 
still further tended to project women into teaching by emphasizing 
the role of mothers in education. 

In the nineteenth century, however, fundamental sociological 
factors were working in favor of drawing women into teaching. This 
was the century, it will be remembered, when the western frontier 
was opening up and when American economic life w^as beginning to 
respond to the Industrial Revolution. Both these movements gave 
new emphasis to the economic worth of women. The Civil War, too, 
BO depleted man power that new demands and responsibilities were 
thrown upon women. Spurred by these forces women moved rapidly 
down the road toward economic emancipation. In no avenue did 
they find the traffic less congested than down the avenue to teaching. 
For long, women had been in demand to teach schools kept during the 
summer, when men were more in demand in the fields. But during the 
great educational awakening of the mid-nineteenth century, educators 
like Horace Maim and Henry Barnard depended on women to staff 
the winter terms of school as well. Not only did they depiend on 
women, but they commended them as better qualified than men to 
teach the young. Woman teachers, Barnard thought, surpassed 
men in patience and sympiathy and were even possessed of a moral 
nature supierior to men. And, in addition, an attractive economic fact 
of no little importance, women were willing to teach at salaries con- 
siderably below those of men. 

The influx of women into teaching became noticeable before the 

I For further accounts of the dame and infant eohools, see rupra, pp. 385-386, 

4(a-ioi. 
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outbreak of the Civil War. Not long after that war they became a 
majority of all those teaching. Reliable figures indicate that, by 
1880, 57 per cent of the teaching force of the country were women. 
On the threshhold of the next century they were 70 per cent, and at the 
conclusion of the First World War they were just short of 85 per cent 
of the total.’ Moreover, women were crowding men not just in the 
ranks of teachers but in the commanding ranks of leadership as well. 
Thus, in 1911 the National Education Association elected as its first 
woman president Ella Flagg Young, the superintendent of schools in 
Chicago. So far had women come to take over the profession of 
teaching that some people began to express anxiety that men were 
being crowded out. Yet the only curtailment of their numbers in the 
twentieth century resulted from a rather widespread opposition to 
married woman teachers. 

PnOFEBSIONAL STATUS OF TEACHERS 

The hundred years following the establishment of the first normal 
school in Massachusetts witnessed a very marked enhancement of the 
socioeconomic status of teachers. This is clearly indicated in a careful 
study of teachers’ salaries for the first seventy-five years of that period.* 
During that three-quarters of a century the cost of living increased but 
30 per cent while teachers’ salaries rose anywhere from 150 to 450 per 
cent. It is safe to reason from such figures that teaching steadily 
mounted in this period from a relatively unattractive to a relatively 
preferred occupation. Furthermore, at the end of that period able 
men and women were much more likely to choose teaching as a career 
than they were formerly. Not only that, but young men and women 
embracing teaching as a career could much better afford extended 
training in preparation for it. 

The complexion of the foregoing statistics appears somewhat less 
roseate when teachers’ salaries are broken down into the salaries of 
men and women in urban and rural areas as compared with wages of 
artisans and unskilled laborers. This breakdown reveals that at the 
beginning of the seventy-five-year period mentioned men received dis- 
tinctly better pay than women and that city teachers received better pay 
than rural ones. Moreover, while the salaries of urban men teachers 
were in a class by themselves, the salaries of rural women teachers 
were similar to the wages of unskilled labor and the salaries of urban 

‘ Woody, T., "Entrance of Women into the Teaching Profession,’’ Educational 
Outlook, 2: 72-88, 138-163, January, March, 1928. 

' BuRoass, W. R., Trends of Schools Costs, Chaps. 2-4, Russell Sage Founda- 
tion, New York, 1920. 
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woman teachere were siinilar to the wages of skilled artisans. The 
principal change in this situation in the next three-quarters of a century 
ending about 1915 occurred in the salaries of women teachers. These 
not only improved relatively to the wages of laborers and artisans, 
but they also made gains in approximating the salaries of men teachers. 
The lot of urban men teachers improved least in this period. In fact, 
although their salaries continued to treble the salaries of artisans, they 
were relatively little better off in 1915 than they were at the time of the 
Civil War. 

Down to the twentieth century, teachers’ salaries not only reflected 
the commonly accepted prejudices that men should be paid more than 
women and that teachers of the higher grades should be paid more than 
those of the lower but also reflected the current economic preconception 
that salaries were a product of the law of supply and demand. Besides, 
teachers were not always paid in currency. Frequently, part of the 
expense of having a teacher was met by having the teacher board 
around among his patrons. In the twentieth century, however, 
salaries began to be predicated on a different set of presuppositions. 
Salaries were drawn up according to schedules that were based, not so 
much on the cunent conditions of the market, as on such factors as cost 
of living, professional degrees, and years of experience. Increments, 
according to the schedules, were provided for added training and 
experience — in some cases for professional improvement as rated by 
principals and supervisors. Many new salary schedules also broke 
with the past by adopting the “single-salary” principle, that is, having 
the same schedule for upper-grade as for lower-grade teachers. Owing 
in part to the feminist movement and the adoption of woman suffrage, 
some went so far as to extend the single-salary principle to mean equal 
pay for men and women for the same level of work. 

How 'did this great improvement in both the amount and the 
method of compensation come about? Did the appearance of the 
normal school with its better trained product come flrst and persuade 
communities to pay higher and more equitable salaries? Or did the 
public first commence to pay salaries that justified young men and 
women to invest in the longer normal-school training? David Perkins 
Page, the first principal of New York’s first normal school at Albany, 
discussed this perennial problem in his Theory and Practice of Teadi- 
mg.^ He concluded that the two factors must go hand in hand. If 
he permitted himself to assign priority to either factor, he perhaps 
thought improvement in teaching had to come first. 

* PxOE, D. P., Theory and Practice of Teaching, pp. 270-274, Hall & Dickson, 
Syracuse, 1847. 
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Ab the socioeconomic status of teachers advanced with the better 
training of teachers, so, too, it must not be overlooked, the better 
training of teachers advanced with increasing knowledge of the 
complex nature of the educational process. In the hundred years of 
teacher training inaugurated by the normal school at Lexington and 
particularly in the last fifty of those hundred years, education became a 
technical "mystery,” to use the medieval phrase, which began to 
compare not only with the technical complexity of the liberal arts and 
sciences but also with the technical knowledge of other professions. 
As a result, teachers began to talk about being a profession themselves, 
even to classify themselves as one of the learned professions. That 
such a claim could be put forward was a tremendous tribute to the 
advanced technical state which the study of education had reached in 
the decades between the First and the Second World War. 

The reach, however, was probably more than the grasp warranted. 
The achievement — and probably the programs — of teachers colleges 
were still below what most liberal-arts colleges demanded.^ To close 
this gap, further improvement was undoubtedly necessary. More- 
over, though teaching was rapidly approaching professional status, 
the public was slow to recognise the fact. In the twentieth century 
the public continued to scrutinize the teacher’s private life almost as 
closely as it had in the preceding century. While professional people 
are never free from such scrutiny, it did seem as if the public held the 
teacher up to the mirror of perfection more than it did the lawyer or 
the doctor. Again, although the public had outgrown its nineteenth- 
century policy of hiring and firing teachers at will, it was slow in the 
twentieth century to give teachers tenure and pensions as their 
increasing professional stature seemed to warrant. Civil service 
superseded the spoils system in 1883, but it was not till 1906 that the 
first teacher-tenure law was passed. At that, less than eighteen 
states followed suit in the next twoscore years. The public’s record 
was somewhat better in the matter of retirement and pension laws, 
for in the same period more than half the states awarded teaching 
this enhancement of security. 

‘ Caruegic Foundation for the Advancement of Teaching, The Student and llie 
Knowledae, pp. 38-43, New York, 1938. 
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PUBLIC AND PRIVATE EDUCATION 

Informal education takes place inevitably in both public and 
private life. Formal education, because it is deliberate, takes place 
under either public or private auspices at the option of the parent or 
society. How shall this option be exercised? This is truly one of the 
persistent problems of education. In fact, with the growth of the 
modem state it has become one of the insistently persistent problems of 
education. 

The problem of public and private education presents itself in 
various forms. In its earliest form and one that still occurs occasion- 
ally, the question arises whether to educate the child at home or outside 
the home. Today the great majority of children are educated publicly 
outside the home, since few parents are well enough trained to teach 
at home and since still fewer are wealthy enough to hire private tutors. 
Hence, the current form of the issue between public and private 
education concerns the question: Who shall bear the expense of 
education outside the home? Shall it be borne by the state out of 
taxes paid by the parent and other taxpayers or by the parent through 
tuition fees supplemented, perhaps, by income from private endow- 
ments? The problem of support is further complicated by questions 
of ends or aims. Are there grounds of public policy, for instance, that 
require a monopoly of education for the state? Or are there good 
reasons for allowing public and private schools to compete side by side? 
More particularly, what are the proper educational jurisdictions of 
the home, the church, and the state? 

EAKLT DISTINCTION OF PRIVATE FROM PUBLIC EDUCATION 

The ancient Greeks were among the first to sense the significance of 
different answers to the foregoing questions. The educational practice 
of Sparta was one answer and that of Athens a somewhat different 
answer. In both there was a high regard for the secular city-state. 
In its more primitive form the Greek so identified himself with the 
city-state that he did not think of his own interests as being separate 
from those of the state. Sparta particularly clung to this folkway 
view of the state. The individual being submerged in the state, 
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it is Biwftll wonder that education was a state, or public, affair. The 
role of the state in Spartan education commenced with a public 
decision on the physical fitness of the newborn infant to survive. 
From then on, the nearest he came to private education was the first 
half-dozen years of his life, which were left in charge of his mother. 
Thereafter he continued his education in public barracks, where he ate, 
slept, and mastered the skills and attitudes required of all adult 
Spartans. Here he was constantly under public supervision of adults 
in general and of public officials, such as the ephor and paidonomos, in 
particular till the day he became an adult himself. 

Athens commenced with the same primitive notion of the city-state. 
But, unlike Sparta, Athens early evolved in the direction of recognizing 
that the individual had some interests apart from the state. The 
recognition that the individual had a private as well as a public life 
opened up a sphere for private education. This distinction was 
observed from the very outset. The decision whether the new-born 
infant should be allowed to grow up was left to the Athenian father 
for private rather than public action. Later education, beyond a 
civic minimum was made dependent upon the financial circumstances 
of each family. 

Apart from practice and on grounds of principle, both Plato (427- 
347 B.c.) and Aristotle (384-322 b.c.) favored public rather than 
private education. Aristotle in particular was very explicit on this 
point, saying, “Since the state as a whole has a single end, it is plain 
that the education of all must be one and the same, and that tho super- 
vision of this education must be public and not private, as it is on the 
present system, under which everyone looks after his own children 
privately and gives them any private instruction he thinks proper. 
Public training is wanted in all things that are of public interest. 
Besides, it is wrong for any citizen to think that he belongs to him- 
self. All must be regarded as belonging to the state: for each is a part 
of the state and the treatment of the part is naturally determined by 
that of the whole.”^ 

Rome, like Athens, evolved in the direction of differentiating the 
individual from the state and consequently of making education 
the private affair of the family. In well-to-do families this led to the 
practice of giving a boy his whole education at home. However, 
Quintilian (35-lOQ), Rome's greatest schoolmaster, sharply criticized 
the custom. He preferred “the broad daylight of a respectable school 
to the solitude and obscurity of a private education.’’ He strongly 

‘ Abistotsi], Politics, Bk. VIII, CSiap. 1, in Burnet, J., Aristotle on Education, 
p. 106, Univeraity Press, Cambridge, England, 1013. 
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rebutted the arguments of those who feared that a boy’s morals 
would be contaminated at school and that his education would be 
ne^ected where the master had to instruct more than one at a time. 
Morals, he claimed, were equally or more easily corrupted at home, 
for “that soft upbringing, which we call Ipndness, saps all the 
sinews both of mind and body.’’^ And iostruction in school, he 
declared, was quite superior to that in the home, for at home a boy 
could learn only what was taught him, while at school he could learn 
from the correction of others as well. All of this was to say nothing 
of the advantage of competition with other children. 

Although Quintilian opposed private education in the home, it is 
not to be thought that the school education which he did favor was to 
be at public expense. To him the opposite of private education was 
education outside the seclusion, the privacy of the home. He favored 
having the child educated in public, not necessarily by the public. 
Yet even on the matter of expense it is noteworthy that Quintilian 
was subsidized by a handsome stipend from the emperor. Quintilian’s 
contemporary, Pliny, did not favor this practice. The major portion 
of the expense of a teacher should be borne by parents, he thought. 
To make it a charge upon the public treasury seemed to him the wrong 
policy, “for where masters are paid out of public funds, which is the 
case in many places, inefficiency is generally the result.’’’ 

WEAK STATE AND QBOWING CHUKCH SUPPORT OP EDUCATION 

Nevertheless, in spite of this protest, the older the Empire grew, 
the more necessary public subsidies of education became. The 
practice at this time, however, was a sign of decadence rather than 
strength as it was in the nineteenth century. The vital political 
situation, which ordinarily prompts people to seek education voluntar- 
ily, was lacking in the latter days of the Empire.' Subsidies were 
necessary, therefore, just to keep the schools going at all. In the 
nineteenth century, public subsidies were sought because it was the 
only way to expand school provisions for the increasing numbers who 
were clamoring for them. 

With the final collapse of the Empire, public subsidies disappeared. 
Probably formal schooling would have disappeared with them had it 
not been for the appearance of a new private agency in support of 

'QunmuAN, Instilviea of Oratory, vol. 1, p. 43, G. P. Putnams’ Sons, New 
York, 1921-1922. 

* Quoted in W. Hobhouse, The Theory and Practice of Ancient Education, p. 41, 
G. E. Stechert & Company, New York, 1910. 

' Supra, pp. 29-30. 
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education, the Catholic Church. The church took a private interest in 
education at first not so much to cultivate learning for its own sake 
as to train for lay and profeasional duties in the church and also for 
the civil ones that devolved upon it with the disintegration of political 
authority. Later it was the monasteries whose private interest in 
education managed to keep the dickering light of learning from going 
out altogether. In addition to the song and cathedral schools under 
the auspices of the church and monasteries, there also grew up in the 
Middle Ages many private-venture schools such as the chantries. 
Except for brief moments like that in which the palace school existed 
at the court of Charlemagne, the splintered civil state of feudalism was 
too busy fighting wars to show a public concern with education. 

As the Middle Ages gradually became transformed into the Renais- 
sance, education still continued almost wholly private in character. 
The universities, which took root in the early part of this period, were 
supported almost entirely out of student fees. Guild schools, where 
they existed, were a charge upon the guilds or the members who 
patronized them. And the Humanistic schools, which in the middle 
part of this period nourished the revived interest in the Greek and 
Roman classics, were naturally an expense to the middle-class families 
wealthy enough to pursue culture for its own sake. 

Yet, with the revival of learning, there was also a revival of the 
notion of a public interest in education. In fact, the most famous 
Humanistic school in this period, that of Vittorino da Feltre (1378- 
1446), was conducted at the court of the prince of Mantua in Italy. 
This school must have had a quasi-public character, for in addition to 
the sons of the nobility there were many poor boys who attended. 
Sometimes there were upward of threescore whose fees and even whose 
board and clothes were paid for out of the bounty of the prince or his 
court. The great Humanistic scholar, Erasmus (1466-1536) declared 
education a public obligation in no way inferior to that of ordering an 
army for the common defense. But he called upon both public and 
private agencies — statesmen, churchmen, and w'ealthy private citizens 
— ^to meet the obligation. Their support, he pointed out, was particu- 
larly needed in the case of boys whose parents were in modest circum- 
stances. As yet the line between education as a charity and as a 
public enterprise was indistinctly drawn. 

pbotbstant oiuaiNB or public education 

It was in the latter part of the Renaissance, when the energies of 
this movement found outlet in the Protestant Reformation, that a more 
pronounced step toward the public support of education was taken. 
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In makmg the Bible the authoritative guide for saving oneself, Prot- 
estants -contracted the obligation of learning to read. Consequently, 
from the heads of families to the magistrates of cities and the sovereigns 
of states all those responsible for souls became charged in the name of 
their own salvation to favor popular education. 

But this -was a large undertaking — certainly' much larger than the 
private family was competent to manage. Martin Luther (1483-1546), 
prime mover of the Reformation in Germany, acknowledged that the 
great majority of parents were unqualified for the task even where they 
were not negligent in their duties. Popular education was even more 
of an undertaking than could be handled by the Protestant church, 
itself newly established and in a country recently ravaged by the 
Peasants’ Revolt. The Protestant church lacked the wealth and 
trained personnel to carry out such an educational program. Hence, 
Luther appealed to the civil authorities of Protestant principalities to 
exercise the fullness of their powers on behalf of establishing and main- 
taining schools. The public provision of education, he reasoned, was a 
duty to ensure the welfare and stability of both spiritual and temporal 
institutions. 

Luther’s plea did not fall on deaf ears. A number of Protestant 
rulers acted on the conviction that his arguments carried. As early as 
1524, Magdeburg set up a system of schools that followed Luther’s 
suggestions. Before the century was out Saxony and Wiirttemberg 
took the leadership in adopting school codes calling for a system of 
schools for all the people. It was not till the next century, however, 
that Weimar went so far as to adopt the principle of compulsory 
education suggested by Luther. These promising developments were 
greatly retarded by the Thirty Years’ War, which consumed most of 
the first half of the seventeenth century. State systems of education 
did not gain momentum again tfil the eighteenth century, when Prussia 
emerged as the leader. 

The Prussian legal code of 1794 indicates better than anything else 
the progress state or public education had made by this time in the home 
of the Protestant Reformation. That code promulagated that “All 
schools and universities are state institutions, charged with the instruc- 
tion of youth in useful information and scientific knowledge. Such 
institutions may be founded only -with the knowledge and consent of 
the state.’’ Furthermore, the code provided that “all public schools 
and educational institutions are under the supervision of the state, 
and are at all times subject to its examination and inspection.’’^ 

‘ Quoted in F. P. Graves, History of Education, vol. 3, p. 284, The Macmillan 
Company, New York, 1913. 
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From an appendage of the church at the beginning of the sixteenth 
century the schools had become an appendage of the state in Prot- 
estant Germany by the end of the eighteenth century. Yet, in 
spite of this shift in the locus of control, the Protestant church con- 
tinued in fact to exercise a very considerable influence in education. 
Its clergy were usually the state ofiicials exercising local inspection 
or supervision. In this way the church enjoyed a sort of junior 
partnership in the management of the schools. 

RELATIVE ROLES OF HOME AND SCHOOL 

In the nineteenth century, Prussia, and Germany in general, went 
on to assume undisputed leadership in the excellence of their state 
school systems. Public schools became a necessity for political and 
nationalistic reasons as well as religious ones. In spite of these power- 
ful and compelling influences, there was considerable discussion in this 
century of the proper role of the family in education. At first the 
great nationalist Fichte (1762-1814) took the view that fundamentally 
the obligation to educate rested on the shoulders of parents. The state 
could enforce this obligation but could not direct that the obligation be 
fulfilled according to any particular principles or at any particular 
schools, the schools of the state, for instance. Later, when he lost 
confidence in the doctrine that every man seeks his own good, Fichte 
went to the extreme of advocating the elimination of parental educa- 
tion in favor of an exclusive education by the state. 

Others were more interested in the problem with which Quintilian 
wrestled; Should the child be educated privately at home or away from 
home at school? Just before the opening of the nineteenth century 
the famous philosopher Immanuel Kant (1724-1804) answered this 
question much as had Quintilian. He favored sending the boy away 
from home in order to escape its faults and limitations. Education 
at home, he feared, not only revealed the home’s own shortcomings but 
even fostered them. The positive advantage of public education away 
from home lay in the opportunity it afforded the child to measure his 
powers against those of his fellows. Moreover, Kant believed that 
habits of citizenship were cultivated by the child's learning the limi- 
tations which the rights of his schoolmates imposed upon him. 

Herbart (1776-1841), who succeeded Kant in the chair of philoso- 
phy at Kfinigsberg, took an opposite view. He perceived advantages 
in continuing education within the environment of the home. Within 
its private precincts the opportunity to individualize education was 
much greater, he thought. To be in charge of fewer children would 



PUBLIC AND PRIVATE EDUCATION 


641 


enable the tutor to apply Herbart’a doctrine of apperception more 
effectiv^y. It would be difficult at beet to teach the new in terms of 
the old — ^the doctrine of apperception — where, as at school, there 
were many children, with consequent diversity of background.^ 

The great reformer of childhood education, Pestalozzi (1746-1827), 
whom Fichte admired greatly, took a more compromise position. 
Being concerned with the education of small children, Pestalozzi gave 
considerable attention to the preschool education of the home. It was 
there in domestic activities and in parental feelings and attitudes that 
the child’s first lessons were learned. Yet Pestalozzi realized very well 
that the best home had its limitations. Few parents had either the 
time or the resources to provide the child with all the opportunities that 
he should have — whence the need for school. But the role of the school, 
public or private, should be to supplement and reinforce the character 
and vocational education already going on there. It should continue 
to expand powers already under development. 

The point of view of Hegel (1770-1831), virtually the court philoso- 
pher of the Prussian state, tended to coincide with that of Pestalozzi. 
Hegel, of course, couched his reasons in the terms of the idealistic 
philosophy for which he was famous. In the circle of the family, he 
conceded there might be room to cultivate the idiosyncracies of a 
child’s individuality. But, iinlike Herbart, he cautioned against 
placing too high a value on individuality. The teacher in school had 
no time for this. In school a new life begins for the child. There his 
mind must be brought to relinquish its peculiarities and to make its own 
what is common knowledge. It must seek the law and order of univer- 
sal reason. In fact, Hegel thought no education worth the name unless 
it brought about this transformation of the mind. 

Even within the family circle Hegel would not permit the parent to 
have the exclusive decision with regard to the education of his child. 
The state had a twofold interest in his education as well. On the one 
hand, the state might have to supervise the child’s education in his own 
interests. Should his parents be too poor or too negligent, the state 
would have to step in to ensure that he received the right sort of 
education. On the other hand, the state had an interest of its own in 
supervising the education of the child. The state’s interest in his 
education was the future recruitment of trained personnel to carry on 
the functions of government.* 

> For the psychological doctrine of apperception see supra, pp. 143-146 and for 
its methodological application see supra, pp. 210-221. 

* For a further account of the home as an educational agency, see supra, pp. 
364-373. 
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THE FRENCH REVOLUTION AND PUBLIC EDUCATION 

In France, it was the French Revolution rather than the Protestant 
Reformation that first raised the issue of private and public education 
in acute form. For some, like Helvetius (1715-1771), the issue was 
not particularly novel. Helvetius stated the issue in the terms that 
Quintilian had employed. Like the great Roman, he favored public 
education, that is, education away from home. He came to this con- 
clusion for much the same reasons that Quintilian had although he 
did adduce several further arguments. Chief among these was his 
conviction that teachers at school would know more about problems of 
instruction than would parents at home. 

The French Revolution, however, was to promote public education 
in the more advanced form of state-supported education. The 
Protestant Reformation had solicited state support of education for 
both religious and secular ends; the French Revolution was to advocate 
a state system of schools on exclusively civil grounds. Rumblings of 
such doctrine were heard as early as the times of F6nelon (1651-1715). 
This great cleric, stylist, and educator claimed that “Children belong 
less to their parents than to the Republic, and ought to be educated 
by the state. There should be established public schools in which are 
taught the fear of God, love of country, and respect for the laws.”* 

By the time the French Revolution broke out, the novel preach- 
ment of Fdnelon had become commonplace among writers on educa- 
tion. Nearly all followed LaChalotais (1701-1785) in his Essay on 
National Education and recommended a state system of schools. More 
important, the Constitution of 1791 made provision for education in 
the following terms: “There shall be created and organized a system 
of public instruction common to all the citizens and gratuitous in 
respect to those subjects of instruction that are indispensable to all 
men.” Talleyrand at once proposed to the National Assembly an 
enabling act to give effect to this constitutional provision. This act 
would have made education definitely a function of the state and not of 
the church. But nothing came of it. The assembly dissolved before 
it had time to consider Talleyrand’s bill. 

In the days that followed, two oppositely radical proposals were 
made regarding the role of the state in education. The first was made 
by Condorcet (1743-1794) just before his death. In harmony with 
other radicals, he outlined a scheme of educational institutions to be 
set up and maintained by the state. But at the same time he prophe- 

‘ Quoted in G. Compayr4, History of Pedagogy, p. 182, D. C. Heath and 
Company, Boston, 1885. 
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aied that the time would come when the public establishment of 
instruction would become useless if not dangerous. Such a time would 
obtain when education was so widely diffused that men would find in 
their own education a weapon keen enough to repulse all charlatanry 
and expose all selfish exploitation. Of course, Condorcet allowed that 
such a utopian anarchy was still somewhat distant. Thus, while his 
immediate program called for education through the agency of the 
state, his long-range program hop^ to dispense with it. 

At the opposite extreme from this anarchistic proposal was a bill, 
which had the backing of Robespierre, to give the state complete con- 
trol over education. According to this proposal children were to be 
educated at public expense in public boarding schools. Here the state 
would be responsible for food and clothing as well as instruction. 
Moreover, parents would not even have the option to educate their 
children privately; the state was to be the exclusive educator. 

Neither of these radical proposals was enacted into law. Although 
both had some support in Revolutionary circles, neither had enough to 
gain general assent. Surprisingly enough, the upshot of aU these pro- 
posals was the enactment of a law that was more conservative than 
even Talleyrand’s modest bill. The only gesture this final enactment 
made toward a state-supported system of schools was the remission 
of fees for indigent students. The private support of schools was too 
entrenched to be easily overthrown by the imaginative proposals of 
Revolutionary thought. Yet, if little progress was achieved in fact, 
much was gained in directing thought in new channels. It remained 
for the nineteenth century to translate Revolutionary thought into 
concrete legislation. This legislation came in installments, most 
important of which were those from Napoleon, the July Monarchy, and 
the Third Republic. 

PHIVATB EDUCATION AND LAISBEZ FAIBE IN ENGLAND 

England was much slower than Prussia or France to move in the 
direction of public support of education. In fact, while those countries 
were exploring a state theory of education, England was giving classic 
form to the theory of nonstate interference in education. To com- 
mence again with the question raised by Quintilian — whether to 
educate one’s son at home or away at school — ^it is interesting to note 
that John Locke (1632-1704) came to the opposite conclusion from 
Quintilian. Unlike him and a long line of succeeding writers on educa- 
tion, Locke preferred that a young man be educated at home rather 
than away at school. It is there under the watchful eye of the father, 
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he felt, that moral education can best be supervised. Locke appreci- 
ated that there was danger of developing shyness at home and that 
there was a certain sturdiness developed in association Tvith other boys 
away at school. He even conceded that the master at school might 
give better instruction in the boy’s studies. Yet the master would not 
have the time the father would to give a constant surveillance to the 
lad's morals. Locke feared nothing more than the consequences of 
virtue once lost and the exceeding great difficulty of recovering and 
rehabilitating it. 

Perhaps Locke’s point of view was but a protest against the schools 
of his time. His proposed method certainly could have been effective 
only in the relatively few families of the well to do. In spite of his 
protest, most boys of the wealthy were stUl educated publicly, that 
is, away from home and at school. If possible, no doubt, they attended 
one of the great En^sh public schools like Eton, Harrow, or West- 
minister. But the word “public” applied to these schools merely 
meant that education was given there “in" public and “to” the public. 
It did not mean that education was provided “by" the public or “at" 
public expense. In America such schools are known as “private" 
schools. 

In other words, the dominant English education tradition favored 
private education. It was up to the family to decide whether to 
educate its children privately at home or away from home at a private 
school. Indeed, the family did not have to provide any education 
whatever if it did not want to. Certainly, in the old English common 
law the child had no remedy against his parents if they failed to give 
him schooling. He could compel them to provide him only with 
necessities. The common law recognized food, shelter, and clothing 
as necessities, but not education. The only compensation provided 
by the state to fill this void was to be found in the education incidental 
to compulsory apprenticeship permitted by the poor law of 1601. 

In Puritan England of the seventeenth century there was some 
demand that the state assert itself in educational matters, a demand 
that was actually realized by the Puritans who emigrated to form the 
New England colonies of America. But with the passing of Cromwell 
and the Commonwealth, the demand lost its energy in old England. 
In fact, with the Church of England party back in control of the state, 
the nonconforming sects now exerted pressure in the opposite direction 
and against state control of education. Naturally, they were suspi- 
cious of any state control of education where the state was under 
obligations to an established church. Hence Joseph Priestley, a 
nonconformist of the next century, stated in his First Principles of 
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Government that in the interest of freedom it was better not to have 
the state take a hand in education. 

Later, toward the end of the eighteenth century and the beginning 
of the nineteenth, private education free from government interference 
received further elaboration and support on grounds of political theory. 
This was the period of transition from mercantilism to liberalism in 
English political economy. Under mercantilism a considerable 
amount of governmental regulation was customary to divert economic 
production and distribution into channels from which payments in 
precious metals would flow into the regulating government’s treasury. 
The American colonies, it will be remembered, were victims of this 
artificial regulation of trade. The classic critique of mercantilist 
theory and practice is to be found in The Weallh o1 Nations published 
during this period. There the author, Adam Smith (1723-1790), made 
a plea for permitting trade and commerce to take the natural course 
that the self-interest of producers and consumers dictated. Inde- 
pendent individuals should be free to contract what relations with 
each other they found to their advantage. Furthermore, government 
was to derive its authority from contract, too. By resting government 
on compact and by restricting its sphere of action to the police powers 
necessary to preserve peace and to provide courts for the enforcement 
of contracts, a large residue of freedom was reserved for the individual. 
The freedom so secured became the basis for nineteenth-century 
liberalism and the famous theory of laissez fairc. 

Obviously, the argument for liberalism and laisseefaire had a fertile 
field in education. There, together with religious reasons already 
mentioned, it was applied to make the English tradition of private 
education seem both just and reasonable. Thus, the initiative in 
providing education, like that in making a commercial contract, should 
wait till self-interest stimulated it. Both were subjects of free enter- 
prise. Indeed, the middle class raised up by the Industrial Revolution 
feared the paralysis of individual enterprise, to say nothing of the 
destruction of the incentive to self-help, if the government were to 
provide schools. That many lower-class people were too poor or too 
ignorant to take the initiative in helping themselves did not disturb 
the English middle and upper classes. Consequently, the only educa- 
tion from which the lower classes benefited during this period was what 
private philanthropy — ^motivated by self-interest, of course — ^found to 
its advantage to provide for them. 

Although the foregoing seems the logical implication of laissee faire 
for education, oddly enough Adam Smith himself seems to have luke- 
warmly favored a modest degree of public education. He conceived 
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that the government might not only encourage but require all to gain 
the rudiments of an education. The expense to the lower classes would 
be but nominal since the schoolmaster would be “partially but not 
wholly, paid by the public; because, if he was wholly, or even princi- 
pally paid by it, he would soon learn to neglect his business.”* 

The arch defender of the doctrine of laissez faire toward education 
was Herbert Spencer (1820-1903), Smith’s fellow countryman. He 
seems to have attached almost sdentihc validity to the doctrine. In 
his Social Statics published in 1851, he contended that each man had a 
general liberty to exercise his faculties compatible with a similar liberty 
in others. This is the fundamental principle of equal liberty, which 
it is the duty and the only duty of the government to protect. If the 
state takes a man’s property to educate his own or another’s children, 
this is infringing on rather than protecting his general liberty in the use 
of hie property. To this it might be returned that the state is justified 
in curtailing a man’s general liberty in the use of his property in order 
to protect the general liberty of children, which, without education, 
might become impaired. Spencer’s rebuttal here pointed out that 
failure to provide children with schooling was not an infringement of 
their previous general liberty. It diminished no liberty they already 
bad. “Omitting instruction,” he wrote, “in no way takes from a 
child’s freedom to do whatsoever it wills in the best way it can; and 
this freedom is all that equity demands.”* 

The scope of a socialist state designed to serve the public welfare 
extended farther than Spencer’s limited vision could see. Indeed, it 
alarmed him into adding, “For if the benefit, importance, or necessity 
of education be assigned as a sufficient reason why government should 
educate, then may the benefit, importance, or necessity, of food, cloth- 
ing, shelter, and warmth be assigned as a sufficient reason why govern- 
ment should administer these also. So that the alleged right cannot be 
established without annulling all parental responsibility whatever.”* 

Religious anxieties and devotion to laissez faire prevented a public- 
education act in England till 1833 and even then led to public subsidy 
of existing private agencies. Not till the Forster Act of 1870 was a 
system of schools, erected and maintained by the state, put on a stable 
basis. ’Thereafter public and private schools existed side by side. 
The policy underlying this practice is nowhere better stated than by 

‘ Smith, Adam, The We(M of Nalioru, vol. 2, pp. 368-369, Clarendon Press, 
Oxford, 1869. See also C. F. Arrowood, Theory of Education in the Potiticcd 
Philosophy of Adam Smith, published by the author, 1945. 

* SesNCEB, Hebbebt, Social Statics, p. 361, D. Appleton-Century Company, 
Inc., New York, 1882. 

•Jbid., p. 362. 
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John Stuart Mill (1806-1873) in his well-known essay On Liberty. 
There he declared, “That the whole or any large part of the education 
of the people should be in state hands, I go as far as anyone in deprecat- 
ing. All that has been said of the importance of individuality of 
character, and diversity in opinions and modes of conduct, involves, as 
of the same unspeakable importance, diversity of education. A gen- 
eral state education is a mere contrivance for molding people to be 
exactly like one another; and as the mold in which it cases them is that 
which pleases the predominant power in the government, whether this 
be a monarch, a priesthood, an aristocracy, or the majority of the 
existing generation, in proportion as it is efficient and successful, it 
establishes a despotism over the mind, leading by natural tendency to 
one over the body. An education established and controlled by the 
state, should only exist, if it exist at all, as one among many competing 
experiments, carried on for the purpose of example and stimulus, to keep 
the others up to a certain standard of excellence.”' 

HELIGIOUS OrUGIN OF PUBLIC AND PRIVATN EDUCATION IN 
COLONIAL AMEKICA 

Parts of aJl three of the foregoing traditions — German, French, and 
English — have entered into the American evolution from private to 
public schools. In the colonial period, the predominant form of 
education was moral and vocational, administered through apprentice- 
ship laws copied from the English. More formal education there was, 
too, but its importance and auspices varied widely in the different 
colorues. In the southern colonies the English tradition of private 
education prevailed. This is well-illustrated by Governor Berkeley’s 
reply to an inquiry by his home government on what was being done 
for the education of children in Virginia. His oft-quoted reply was, 
“The same course that is taken in England out of towns; every man 
according to his ability instructing his children. . . . But, I thank 
God, there are no free schools nor printing, and I hope we shall not have 
them these hundred years, for learning has brought disobedience and 
heresy and sects into the world, and printing has divulged them and 
libels against the beet government. God keep us from them both.”‘ 

In the middle colonies education other than apprenticeship was also 
predominantly private. There schools were adjuncts of the churches. 
Some sects maintained parochial school systems. In any event, the 

' Mill, John Stuabt, On Liberty, pp. 190-191, J. W. Parker A Son, London, 
1859. 

' Hxnino, W. W., Laws of Virginia, vol. 2, p. 617, Samuel Pleasants, Richmond, 
Va., 1810. 
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great diversity of sects in this area tended to delay the day of public 
schools. The only school the coiddle colonies maintained at public 
expense was the pauper school. Here the state defrayed the educa- 
tional expenses of those children whose parents did not have enough 
money to pay for their education privately and yet had too much pride 
to take the pauper’s oath. 

The principal early progress toward a public system of schools was 
made in the northern, or New England, colonies. There Massachusetts 
took the lead with its notable enactments of 1642 and 1647. The 
first of these laws owed its inspiration to the English poor law. It 
charged the selectmen with the duty of ascertaining whether parents 
and masters were training up their children in labor and other useful 
employments. If not, they were given authority to put the children 
out as apprentices. The law went significantly beyond the prototype 
of the mother country in also charging the selectmen with inquiring 
as to the ability of children to read well enough to understand the 
principles of religion and the capital laws of the colony. 

This latter charge shows American indebtedness to the Protestant 
tradition in education, especially as it came down through Calvin and 
the English Puritans. The joint interest of church and state in educa- 
tion was further expanded in the law of 1647. According to this 
legislation, towns of a certain size were to appoint a teacher to conduct 
school, and larger towns were to set up schools of an advanced character. 
It was left optional with each town whether to meet the expenses by 
taxation or to prorate them among the parents patronizing the school. 

It would be a mistake to identify the educational provisions of these 
two laws with the public school system that took form in the nine- 
teenth century. Yet it would be an equally grave mistake not to 
realize how this advanced legislation of the seventeenth century 
foreshadowed the future. Involved in these two laws were precedents 
and principles that were invoked again and again in American educa- 
tional history. ‘ First one should note that the obligation to provide 
education was put primarily on the shoulders of the parent. This 
much is clear and explicit in the law of 1642, nor did the law of 1647 
shift this burden. The law of 1647 merely provided a place where 
the parent, his hands full with pressing back the frontier and fighting 
Indians, might discharge the obligation of educating his children 
without being relieved of it. But, second, it should be noted that these 
laws recognized education as a vital public concern. They recognized 
education as essential to the well-being of the state and therefore that 

^ Mabtin, G., Evolution qf the MaeeachueeUe Public School Syitem, pp. 14-16, 
D. Appleton-Century Company, Inc., New York, 1902. 
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the state had an interest in enforcing the parent’s obligation to educate 
his child. Moreover, they indicated that the state could determine 
the kind and minimum amount of education that its wards should 
have. 

These were bold principles for the seventeenth century. Yet it is 
unlikely that the colonists fuUy appreciated their scope. Thus, in 
spite of vesting education with a public interest, it is notable that they 
made but a very faltering step toward the public support of education. 
Education might be important for the commonweal, but reliance was 
put on private initiative to secure it. Even where taxes were levied, 
the rate bill was usually a large item in financing the schools required 
by law. Under the rate biU the expenses of the school in whole or part 
were prorated among patrons according to the number of children sent 
or the kind of curriculum pursued. Since so much of school costs 
were borne directly by patrons, it is not surprising that many parents 
patronized private-venture schools. At all times there seem to have 
been a considerable number of these in competition with the public 
schools. 

The prominence of private initiative was not the only check to the 
growth and elaboration of the public school idea. After making a good 
start under the laws of 1642 and 1647, there was a lamentable decline in 
town or public schools before the seventeenth century was out. This 
was due in part to frontier conditions. The movement of population 
toward the frontier put great stress on the unified town control of 
schools. Ultimately, this control had to be decentralized and lodged in 
the districts of the town. As districts were small and frequently 
lacking in leadership, the public control of schools sank to a very low 
ebb. 

In part, again, the decline of the public school idea was due to a 
decline in religious fervor. Indeed, the public school was animated not 
BO much by a political ideal as by a religious one. To be sure, the 
laws of 1642 and 1647 were acts of the secular state; yet the state was 
largely the agent of the Puritan churches. And even though the law 
of 1642 expressed anxiety over children’s knowledge of both the princi- 
ples of religion and the capital laws of the colony, the main anxiety, 
as stated in the law of 1647, was “ye olde deluder Satan.” Naturally, 
therefore, when the early religious zeal became tempered, there was a 
noticeable decline of interest in the public school it had sired. 

In the eighteenth century the schools that prospered were the pri- 
vate ones, especially the line of academies that commenced with 
Phillips Andover Academy. Much of this success was due to the 
private schools’ more flexible curriculum. Dependent on patrons’ fees. 



560 


A HISTORY OF THE PROBLEMS OF EDUCATION 


private schools were naturally more responsive to changmg social 
demands. 

THE EFFECT OF FRENCH AND ENGLISH LIBERALISM 
ON AMERICAN STATE INTEREST IN EDUCATION 

Nevertheless, toward the end of the eighteenth century, writers 
began to explore the question of public education from a new angle. 
They were stimulated to do so by contemporary French liberalism, 
which was congenial to the Revolutionary thought of both France and 
America. In contrast to the Puritan period the trend of this thought 
was ahnost wholly secular. To the state was assigned the duty of 
improving man’s lot, for which the revolutionary period had raised such 
high hopes. Much of the expectation for achieving this end in France, 
as has already been noted, was pinned on a system of public schools. 
The same influence was early at work in America. 

Shortly after the American Revolution and the setting up of the 
Federal frame of government, the American Philosophical Society 
offered a prize for the best essay on a system of education suited to the 
genius of the new political system. Both the winner of this contest, 
Samuel Knox (1756-1832), and the runner-up, Samuel Smith (1750- 
1819), proposed that the system should be a public one. Both strongly 
opposed private education. In his essay Smith showed familiarity 
with Quintilian’s criticism of private education at home. After 
rehearsing the criticisms of the famous Roman, he went on to make one 
point of his own. Public education, he claimed, was the best means of 
freeing a child from prejudice; for prejudices are like hereditary titles, 
and error is never more dangerous than in the mouth of a parent. 

To Smith’s criticism of private education at home, Knox added a 
number of objections to education at private schools. First he 
opposed private schools on democratic grounds. They did not, he 
pointed out, offer equal opportunity, which was the greater pity since 
talent was by no means a monopoly of those of means. Private 
schools he further held undemocratic since they tended to isolate their 
patrons from the rest of the community and thus set up double stand- 
ards. In contrast he much preferred the public school, where friend- 
ships might cut across class lin^. Again, it was a mistake in a 
democracy, he thought, to make education the concern of the few 
rather than of the many. Second he opposed private schools on 
nationalistic grounds. He disliked their tendency to divide rather 
than unite the youthful nation. On this last point Knox received 
reinforcement from Robert Coram, one of the unsuccessful contestants. 
He too favored the social solidarity promoted by the public school 
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eince eveiy citizen must suffer more or less for the failure of anyone to 
meet his social obligations. 

To proceed from essays to concrete legislation, the most significant 
proposal was that made by Thomas Jefferson (1743-1826) for a public 
s}^tem of schools in Virginia. * Like the Frenclpnen with whose writ- 
ings he was so familiar, Jefferson advocated for his native state a 
public schpol system that was divorced from ecclesiastical control and 
that was universal and free at the elementary level. In only one 
respect did his recommendations differ from theirs. While they had 
proposed a national system of schools, he drew up his own law so as to 
lodge control of the schools in the local authorities. Yet, in spite of 
Jefferson’s political stature and personal prestige, he was never quite 
able during a long life to carry the Virginia legislature with him. 

Apparently the time for such plans was no more ripe in late-eight- 
eenth-centuiy America than it was in the corresponding period in 
France. Indeed, it was English rather than French liberalism that in 
fact gripped American educational practice at this time. It was the 
doctrine of a laissez-faire liberalism learned from Adam Smith that 
governed the actual provision of educational opportunity. The state 
held aloof, waiting for the self-interest of parents, churches, and 
philanthropic-minded agencies and persons to provide such education 
as they might. Only when paupers were to be educated or the rate 
bills of indigent children were to be defrayed did the state step in vnth a 
niggardly contribution. 

GROWING DEMAND FOR PUBLIC EDUCATION IN AMERICA 

Yet, in the very heyday of laissez-faire hberalism there was an 
insistently growing demand that the state take positive action in 
support of wider educational opportunities. At first, American states 
met thb pressure with a variety of halfway measures. In some cases, 
the state went halfway toward a public school system by subsidizing 
private schools and philanthropically supported school societies. In 
other cases, the state went halfway toward a tax-supported school 
system by allotting to the schools the revenues derived from excises, 
lotteries, and the sale of public lands. In yet other cases, the state 
went so far as to pass permissive legislation so that local agencies could 
voluntarily tax themselves for schools if they wished. 

But to go the whole way and establish free schools through the 
abolition of tuition fees and through levying a tax for schools con- 
stituted a final barrier that proved most difficult to overcome. The 

^ Abbowood, C. F., Thomas Jefferson on Education, Chaps. 2, 7, McGraw-Hill 
Book Company, Inc., New York, 1930. 
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transition from the liberal or laissez-faire theory of the state to a more 
socialistic or service theory required a long period of public discussion. 
People habituated to thinking that government best which governed 
least could not easily and quickly accustom themselves to a govern- 
ment whose mark of merit was expanding services. Was free public 
education an unwarranted interference with liberty, or was it an indis- 
pensable ladder to bring democratic freedom within reach? This was 
the crucial educational issue of mid-nineteenth-century America. 

Before examining the arguments pro and con, it may be well to take 
account of the pressures that were at work. The period was one in 
which the general cause of the common man was in the ascendant. 
There was a romantic, optimistic belief abroad that man was capable of 
indefinite perfcctability. AH that he needed was to assume control 
over the form and functioning of his social institutions in order to 
provide the requisite opportunities. Thus the demand for public 
education was but part of a larger humanitarian movement to modify 
unsatisfactory institutions, incluchng prisons and slavery. The 
general optimism was further heightened by unlimited economic 
opportunities on the frontier. In politics the trend of the times was 
reflected in an assumption of control of the national government by 
the common man who ushered himself into ofi&oe by electing Andrew 
Jackson president. 

In looking more closely at the alignment of forces that was forming 
over the public school issue, it will be seen that the proponents of public 
schools were drawn from two classes. Leadership was drawn from the 
old middle-class families that had gained political and economic 
eminence during the commercial revolution of the Renaissance. 
Although their rule was giving way now to the rising industrial capital- 
ist class, they stiU retained sufficient wealth to maintain them in their 
philanthropic and humanitarian interests. Accustomed to the more 
intimate relation of master and apprentice, they found their ideals 
antagonistic to those of industrial employers, who treated their 
employees more impersonally. It should not be surprising, therefore, 
that the old middle class made an alliance with the aggressive industrial 
working classes of the cities. The leadership of the one class together 
with the votes of the other certainly presented a veiy formidable 
pressure group. 

The chief opposition to public schools was found in the rural areas. 
The increased demand for education, aroused by the Industrial Revolu- 
tion, had not arisen as yet in rural communities. Besides, the farmer 
anticipated the burden of a school tax with apprehension since he was 
more likely to pay a direct property tax than the industrial city dweller. 
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No doubt, there were other classes of taxpayers with a similar anxiety. 
Not an inconsiderable opposition was also formed by church groups 
that already supported parochial schools of their own. 'Naturally, 
these were joined by a small number of proprietors of private schools 
whose livelihood was threatened by the comi>etition of public enteprise. 

From the foregoing it would be easy to draw the false conclusion 
that the battle lines were drawn distinctly and exclusively. As a 
matter of fact, there was considerable confusion. Thus, it would 
probably be a mistake to think that all the industrial working classes 
were equally ambitious for educational opportunities. Closer to the 
truth would be the fact that the demand for public education was 
probably least in evidence among the working classes most in need of it. 
The movement for public schools was far from a proletarian uprising. 
Similarly, it would be an error to regard all commercial middle class as 
uniformly in favor of public schools. In fact, there were a number who 
distinctly were not. So too, it would be a mistake to class all industrial 
capitalists as opposed to public schools. Some of them frankly sup- 
ported the cause for the protection it afforded property against social 
unrest. 


AHGUMBNT8 FOB AND AGAINST PUBLIC SCHOOLS 

The clash of argument between these forces covered a wide area. 
The clash was sharpest over the anticipated effect free tax-supported 
schools would have on the institution of private property. There 
were many, for instance, who thought that a tax for schools was an 
unwarranted interference with the individual’s right to dispose of his 
property as he wished. It was unjust, they thought, that those with 
property and few or no children should have their property taxed to 
educate the children of others less well to do. In the rural idiom of 
the day, it was no more just to do this than it was to seize one man’s 
plow to plow another man’s field. In fact, there was even fear that 
such a practice might place a penalty on thrift and give encouragement 
to indolence. 

There were others who thought that the proposed public schools 
were an unwarranted infringment on property rights already vested in 
private schools. Capital and forethought having gone to build up such 
institutions, it was claimed that the government had no business to set 
up schools which would compete with them and undermine their value 
and effectiveness. It even seemed to many that a public system of 
schools was directly or indirectly an unjustified interference between 
parent and child. 

Of course, the protectors of private property were not unaware 
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that all taxes are some invasion of property rights. More precisely 
stated, therefore, their position was that they were willing to be taxed 
for the preservation of thei" liberties but not for the support of benevo- 
lences. Echoing the past, they still counted education a luxury rather 
than a necessity. Education was for those with leisure; the poor had 
no leisure. Hence, public schools could only educate them beyond 
their social position for desires they would have no means to fulfill 
and thus for unhappiness. 

Still others were alarmed because they professed to see the specter 
of socialism as the basic principle immanent in the public school. This 
accurate surmise of what was taking place was not appreciated as a 
danger by the mid-nineteenth-century generation as it was by the 
generation at the end of the century. The latter raised the cry of 
socialism when it was proposed to make textbooks and high schools 
free and tax-supported as well as common or elementary schools.' 
The word ‘ ‘ socialism ' ’ was enough of a bogey at the turn of the century 
to demand some explanation. A historian of the period, writing the 
history of the Massachusetts public school system, felt called upon to 
point out that the implications of the Massachusetts laws of 1642 and 
1647 were “neither paternal or socialistic.” “The child is to be 
educated,” he argued, “not to advance his personal interests, but 
because the state will suffer if he is not educated. This feeble dis- 
tinction, however, hardly saved either the seventeenth- or the nine- 
teenth-century movements from being socialistic. 

None advocated more clearly or more forcefully than Horace Mann 
(1796-1859), secretary of the Massachusetts State Board of Education, 
that property rights were not exclusively individual and private but 
social and public as well. ' Property, he claimed, was given by the 
Creator to all men, not to just a few or to any single generation. 
Hence each man in his generation was trustee of liis property for the 
next generation. Consequently, mindful of this trust, man could not 
do with his property exclusively as he wished. One way of transferring 
this trust to the next generation was through taxes paid in the present 
for the education of the oncoming generation.’ From this analysis 
followed the oft-repeated clichd that the wealth of the state must edu- 
cate the children of the state. 

Even a man of more conservative mold like Daniel Webster held 
that property was vested with a public interest on behalf of education. 

' Munboe, J. P., “Certain Dangerous Tendencies in Education," Educaiumal 
Review, 3: 145-155, February, 1892. 

’ Martin, op. cit., p. 16 . 

> Tenth Annual Report to the Massachusetts State Board of Education, 1846. 
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He voiced the New England tradition when he declared, "For the 
purpose of public instruction, we hold every man subject to taxation 
in proportion to his property, and we look not to the question, whether 
he himself have, or have not, children to be benefited by the education 
for which he pays. We regard it as a wise and liberal system of police, 
by which property, and life, and the peace of society are secured.”* 

This concluding remark of Webster’s was often elaborated in popu- 
lar form. Enlightened self-interest was implored to see that property 
rights would be enhanced rather than curtailed by free tax-supported 
schools for all. Specifically, the argument was that education would 
make children more productive and thrifty adults. If this proved the 
case, there would necessarily be a reduction in the amount of poverty 
and with a reduction in poverty would follow a reduction in crime. 
Such a chain of events not only W'ould make the rights in property more 
secure and enjoyable but would also diminish the necessary public 
outlay for poorhouses and jails. 

On more elevated grounds again, as was his wont, Mann even made 
the bold claim that public education for all might be exp»ected to 
mediate the conflict between capital and labor. With great earnest- 
ness he stated that “Surely nothing but universal education can 
counterwork this tendency to the domination of capital and the servil- 
ity of labor. . . . Education, then, beyond all other devices of human 
origin, is the great equalizer of the conditions of men — the balance 
wheel of the social machinery. ... It gives each man the independ- 
ence and the means by which he can resist the selfishness of other men. 
It does better than to disarm the poor of their hostility toward the 
rich : it prevents being poor.”® 

This theme of Mann’s was also a popular political argument for 
public schools. It reminded one of the democratic equalitarianism of 
the French Revolution.’ How could a democratic government achieve 
equalitarianism and thus preserve its own character unless it could 
mold youth in schools of its own design? The situation was the more 
urgent since existing schools were insufficient in number and often 
undemocratic in form. The pauper school was an excellent case in 
point. Intended for the poor, the poor frequently failed to attend it as 
they were often too proud to declare themselves paupers. Thus the 
school defeated its own end. 

* The Works of Daniel TVeftnter, voL 1, pp. 41-42, Little, Brown A CSompany, 
Boston, 1885. 

’ Mann, M., lAfe and Works of Horace Mann, vol. 3, pp. 668-669, Horace B. 
Fuller, Boston, 1868. 

’ For a fuller account of democratic equalitarianism in education, see supra, pp 
36, 44-46. 
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But worse yet, as already mentioned, public education was objected 
to because its benefits would be shared equally by the children of the 
profligate with the children of the industrious. Addressing himself to 
this objection in one of the proudest oratorical efforts of his career, 
the great statesman Thaddeus Stevens (1792-1868) told the Pennsyl- 
vania legislature, “It ought to be remembered that the benefit [of 
public education] is bestowed, not upon the erring parents, but the 
innocent children. Cany out this objection and you punish children 
for the crimes or misfortunes of their parents. You virtually establish 
cases and grades founded on no merit of the particular generation, but 
on the demerits of their ancestors; an aristocracy of the most odious 
and insolent kind — the aristocracy of wealth and pride.’’^ 

Could such a distinction between children and their parents be the 
sort of unwarranted interference in the family relationship complained 
of by the opponents of public schools? It hardly seems so. By the 
same token it seems historically inaccurate to accuse the public school 
of trying to supplant the home. Henry Barnard (1811-1900), Con- 
necticut’s great educator, effectively refuted that notion. He admitted 
at once that the family circle and the mother were unquestionably the 
first and best school and teacher for young children. If every mother 
had had the leisure and training to superintend the early education of 
her children, Barnard would have been in no hurry to urge their attend- 
ance at public school. But, whatever the fortunate circumstances of a 
few homes and a few mothers, Barnard was only too painfully aware 
that the great majority of homes were not so happily circumstanced. 
Many mothers lacked training, and most of those who had it lacked the 
leisure to employ it effectively. In view of these conditions Barnard 
recommended attendance at public school, not to supplant the home 
but to supplement it.’ 

Casting aside the practical arguments considered so far. Maim 
rested the philosophic argument for public schools on the natural 
rights of man so popular during the French and American Revolutions. 
“I believe,” he proclaimed, “in the existence of a great, immortal, 
immutable principle of natural law, or natural ethics — a, principle 
antecedent to all human institutions, and incapable of being abrogated 
by any ordinance of man — a principle of divine origin, clearly legible 
in the ways of Providence as these ways are manifested in the order 
of nature and in the history of the race, which proves the absolute 

‘ Stevens, T., A Plea for Public Schoola, Report of the United States Com- 
missioner of Education, 189S-1899, vol. 1, p. 520. 

’ Brcbacueb, J. S., Henry Barnard on Education, pp. 252-253, MoGraw-HUl 
book Company, Inc., 1931. 



PUBLIC AND PRIVATE EDUCATION 657 

right to w education of every hvunan being that comes into the world; 
and which, of course, proves the correlative duty of every government 
to see that the means of that education are provided for alt.”' 

In the end the arguments favoring a free public school system won. 
It was largely the urban industrial vote that carried the day. By the 
end of the Civil War the victory for free tax-supported schools was 
virtually complete. By that time the last rate bill had been abolished, 
and pauper schools were things of the past. In fact, progress was 
already well under way not only to make the schools free but to make 
textbooks free as well. In the twentieth century, free medical service 
and free transportation to and from school were further charged to taxes. 
The hundred years preceding the Second World War had witnessed a 
profound change in political philosophy. At the beginning of this 
period the state had limited itself to being the arbiter in the conflicting 
interests of its citizens and the protector of their lives and property. 
By the end of the period, the state had expanded into a service agency 
actively reaching out for the physical, moral, and intellectual improve- 
ment of its citizens. 


C0MPUL80BT ATTENDANCE 

In spite of the obvious requirements that industrialism and nation- 
alism as well as political democracy made on the education of the 
masses in the nineteenth century, many children were failing to get 
the schooling necessary to meet these requirements. In considerable 
though diminished degree this failure continued even after the battle 
for free tax-supported common schools had been won in this country. 
Consequently, a move was set on foot to compel all children to attend 
school. The idea of compulsory attendance was not new.* On the 
secular side its parentage reached back to English apprenticeship 
practices originating in the sixteenth century and on the religious side 
to German precedents of the Protestant Reformation in the same 
century. The English of the sixteenth century, becoming alarmed at 
the growing vagabondage of the time, commenced the enactment of 
a series of laws that made apprenticeship education compulsory for 
those who might otherwise become vagrants. In the same century a 
few German principalities also arrived at compulsory-attendance 
legislation, but by the route of religion. The Protestant Reformation, 
coming in this century, so emphasized personal reading of the Bible 
that literacy almost became a prerequisite to salvation. Therefore, 

‘ Mxnn, <rp. cit., pp. 533-534. 

> PxBBiN, J. W., " BeginningB of Compulsory Attendance,” Educational Record, 
25; 240-248, March, 1003. 
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the German princes who felt responsibility for the literacy and hence 
the salvation of their subjects made education compulsory. 

Martin Luther, the great inspirer of the Protestant Reformation in 
Germany, put the whole case for compulsory education very well in a 
letter to a German prince, the Elector John of Saxony. “Where there 
are towns and villages which have the ability,” Luther wrote, “your 
electoral grace has the power to compel them to maintain schools, 
pulpits, and parishes. If they will not do it from a consideration for 
their salvation, then your electoral grace, as highest guardian of the 
youth and of all others needing supervision, is to compel them to do so, 
just as they are compelled to render contributions and services toward 
bridges, paths, and roads, or other matters pertaining to the public 
interest. ... If the government can compel such citizens as are fit for 
military sendee to bear spear and rifle, to mount ramparts and perform 
other martial duties in time of war; how much more has it a right to 
compel the people to send their children to school, because in this case 
we are warring with the devil.”* 

In the United States, Massachusetts pioneered in compelling 
attendance during the elementary school period. Its first legislation 
to this end, the famous law of 1642, was compounded of both English 
and German origins, economic and religious motivations. This law 
made it the duty of the selectmen of the various towns to check from 
time to time on whether or not parents were attending to their educa- 
tional duties. These duties were stated to be instructing their children 
in gainful occupations, in the capital laws of the country, and in learn- 
ing to read and understand the principles of religion. Most parents, 
however, were so busily engaged in gaining a foothold on the frontier 
that they had little enough time to fulfill their educational obligations. 
Consequently, five years later Massachusetts passed another law 
enjoining communities to set up schools by means of which parents 
could discharge their educational obligation. This law of 1647, 
however, did not relieve parents of their obligation; it merely provided 
a convenient way in which they could discharge it. 

As might be imagined, this legislation was difficult to enforce 
under frontier conditions. Hence it was not till two centuries later 
that effective compulsory-education laws came to be enacted. What 
made new legislation urgent then was the confusion into which the 
Industrial Revolution threw long-standing provisions for apprentice- 
ship education. Again it was Massachusetts that pioneered, com- 
mencing by enacting a child-labor law that made it illegal to employ a 

* Pajntisb, F. V. N., Lzither on EducoHon^ pp. 136—138, Lutheran Publication 
Society, Phil^elpbia, 1889. 
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child under fifteen years of age unless he had attended an approved 
school for at least three months in the year preceding his emplosrment. 
Sixteen years later in 1852 Massachusetts followed this legislation with 
the first modem compulsory-attendance statute. In this it provided 
that all children between eight and fourteen must attend school at 
least twelve weeks in the year, six of which must be consecutive. This 
law, unlike the one it succeeded, carried penalties for infraction. 

Many improvements were made in this basic legislation in the next 
seventy-five years. Age limits were extended, and the school term was 
lengthened. Compulsory-attendance laws were coordinated with 
child-labor laws. The school census was tightened, and stricter 
measures of enforcement were taken. But in spite of these improve- 
ments the principle on which enforcement rested remained the same as 
it was in 1G42. The principle in this early law, as well as in those 
which followed later in other states, was that the law must be enforced 
against the parent and not the child. Tlie duty to educate his child 
rested as squarely on the parent’s shoulders in the nineteenth and 
twentieth centuries as it did in the seventeenth. Hence, once a truant 
is reported, the modern tmant officer goes at once, not to the swimming 
hole or the ball park, but to the child’s home. Indeed, so important 
is the parent at this late date that, if he wishes, he may still educate his 
child at home rather than at school if the state thinks his particular 
home meets the minimum requirements of a school. 

But, by the same token, the chief difficulty in enforcing the law is 
in the same place, the home. The chief obstacle to enforcement is and 
always has been the neglectful parent. Particularly negligent in 
sending their children to the common, or elementary, school have been 
the parents of poorer classes who have had urgent need of the earnings 
of their children to sustain their families. Not all opposition, however, 
grew out of penury. Some took exception to the principle of compul- 
sion. Compulsory education, it was claimed, was monarchical in 
origin and therefore contrary to the exercise of free institutions. This 
sort of opposition high-lighted another interesting angle to this legisla- 
tion. The people who promoted it at first were rarely educators. 
Rather were they people drawn from laboring and political groups. 
Indeed, one might say that early child-labor legislation sought the 
protection of adult rather than of child interests. Only later on did 
the welfare of the child become the predominating consideration. 

The idea of universal compulsory education at the elementary level 
solved some problems but at the same time created others. It gave 
some assurance of national solidarity, civic competence, and even of 
economic self-support, but at the same time it brought into the com- 
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mon, or elementary, school elements of the population that created 
new and difBcult problems for educational policy and administration. 
It brought into the school the physically handicapped such as the 
crippled, the deaf, the chronic truant, the delinquent and incorrigible, 
the needy, and the foreign-bom. In some states, in addition, as the 
age limit of the compulsory-attendance law was extended upward to 
cover the years of secondary schooling as well, it kept juveniles in 
school who either had no interest in sehool or were actively hostile to 
it. Not all teachers welcomed this new clientele with open arms. In 
any event, the new clientele requiral not only differentiation of courses 
at the elementary level but also new-type schools, as those for the 
atypical and for the wayward. 

THE PEHSrSTENCE 07 PBIVATE SCHOOLS 

The victory for free compulsory education by no means terminated 
private education. But then the battle just recounted was not to 
eliminate private education; it merely sought to establish public 
education. As a matter of fact, in spite of the establishment of public 
education, private education continued to flourish. It flourished so 
lustily, indeed, that both Barnard and Maim mentioned it as one of the 
most formidable obstacles to the improvement of the stmggling public 
school system. What were the reasons for the persistence of the pri- 
vate school? What social needs did it satisfy? 

Doubtless many continued to patronize private schools in the 
nineteenth century — and the twentieth too, for that matter — ^because 
they did not accept equalitarianism in either politics or economics. 
Succeeding waves of immigration from European stocks other than 
those of the original settlers made these patrons even more resolved 
not to have their children attend an equalitarian public school. They 
feared for the contamination of their children’s language and health 
habits, to say nothing of their manners and morals. Of course, the 
socially select school served these ends very well. It was not that 
such parents did not accept democracy but rather that to them democ- 
racy meant respect for and freedom to develop differences, differences 
inherent in social class and in racial and national background. 

Many parents who on principle would have preferred the growing 
public school were attracted to private schools because of the superior 
quality of instruction offered. As Henry Barnard pointed out, 
ordinarily such parents tried to improve the public school before resort- 
ing to private ones. However, they found this a very slow and dis- 
couraging process. Apprehensive that improvement could not be 
brought about during the minority or school years of their children. 
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they felt justified in withdrawing their children from the public schools 
in favor of private ones. Even so, some may have continued to agitate 
for better public schools. But, as Barnard so clearly saw a hundred 
years ago, the heart and treasure of most such parents were with their 
own children in their private schools and consequently their interest 
in public schools lagged, if it did not eventually turn into open opposi- 
tion. The pity of this evolution was that it deprived the public 
schools of their chief source of improvement — enlightened and energetic 
parents.' 

On the whole, the parents casting about for superior educational 
facilities joined forces with those seeking the cultural protection 
of a socially select school. Particularly was this so in the case of 
the college-preparatory schools that became so popular on the Atlantic 
seaboard and especially in New England from the Civil War 
onward. However, it needs pointing out that a not inconspicuous 
number of the parents seeking better instruction were instrumental in 
setting up private schools to experiment with new methods and 
materials of instruction. It should never be forgotten that except 
for such pioneering persons iimovations like the high school, the 
normal school, and the kindergarten might not have become successful 
parts of the American public school system. It was such persons, too, 
who sponsored the experiments of progressive education during the 
twentieth century. 

GROWTH or THE CATHOLIC PAROCHIAL SCHOOL SYSTEM 

One of the chief reasons for the persistence of the private school was 
to satisfy the demand for religious and moral instruction beyond what 
could be offered in the public school. Prior to the general establish- 
ment of public schools, nearly all private schools included religious 
and moral instruction as a matter of course. WhUe the private school 
could cater to sectarian preferences, the public school could not. 
Because the public school was the servant of the whole public, it had to 
exclude from its curriculum controversial topics like religion, the teach- 
ing of which might give offense to some segment of the population. As 
a result, private schools to emphasize religion not only persisted but 
were also energized to multiply by the inauguration of public schools. 

Of this class of religious school the Catholic parochial system has 
been easily the most extensive and most important.^ When the agita- 

' Bbubacbes, op. cit., pp. 112-114, 118. 

' In 1847 the Presbyteriena also attempted to establish a parochial system of 
schools. Before long they had organised 350 such schools in twenty-nine states of 
the Union. But the movement was virtually dead before the Civil War was over. 
The Lutherans were somewhat more successful in founding and maintaining 
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tion for public schools became general, Catholics found it necessary to 
form a twofold policy. On the one hand, they tried to work out a 
means of securing Catholic educational aims within a public scheme of 
schools. On the other hand, they concurrently stirred themselves to 
a great expansion of the parochial schools outside the public system and 
directly under their own control. 

Apropos of the first policy, the church took its initial moves under 
the able Archbishop John Hughes (1797-1864) of New York City. 
In that city it had been an early practice to distribute the state common 
school fund among various private agencies offering education to the 
public. Naturally, therefore, Archbishop Hughes made a claim for a 
subsidy to Catholic schools just as other denominations did for theirs. 
Legitimate as was the claim, it met great opposition because it revived 
old religious animosities. Furthermore, many feared that the dis- 
bursement of state funds would become increasingly ineffective as they 
were divided into smaller and smaller amounts among more and more 
applicants. To settle the rising controversy, the New York state 
legislature finally decided in 1842 to put all its eggs in one basket, that 
is, to put its funds behind one public system of schools. Thus came 
to an end the Catholics’ first effort to promote their parochial schools 
within a framework of public responsibility for schools. 

The next step taken by the Catholic Church was in Poughkeepsie, 
New York. According to a plan, which was inaugurated in 1873‘ 
and which became known as the Poughkeepsie Plan, the public school 
authorities rented a former parochial school building. In respect to 
curriculum, texts, and methods the school set up there was to be like 
any other public school and was always to be open to inspection and 
supervision by the local supeiintendent and board of education. 
Religious instruction was given before school formally opened in the 
morning, but none was given during official school hours. The teach- 
ing staff, it was tacitly agreed, might be drawn from Catholic teaching 
orders and were to retain their positions and be paid by the public 
authorities so long as they passed their examinations and did their 
teaching effectively. This plan worked satisfactorily in Poughkeepsie 


parochial schoola, contributing 180,000 of the 275,000 pupils attending Protestant 
parochial schoola in 1936. See C. H. Moehlman, School and Church, pp. 67-68, 
Harper A Brothers, New York, 1944. 

' As a matter of fact, the plan was older than its employment in Poughkeepsie. 
See D. F. Reilly, The School Controversy, 1891—1893, pp. 76, 76n., Catholic Uni- 
versity Press, Washington, D.C., 1943. 
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for more than twenty years. It was also adopted in other New York 
cities. 

Even before it was clear what the outcome of this policy would be, 
the Catholic Church was beginning to redouble its exertions under its 
more familiar policy of promoting its own private, or parochial, school 
system. Indeed, the church set its face sternly against the public 
school movement as it became increasingly clear that in Europe as well 
as in the United States it was waging a losing battle in trying to win the 
new public school for religion. Alarmed at this trend of the times. 
Pope Pius IX made the public school one of his famous Syllabus of 
Errors of 1864.' Consequently, a decade later an instruction, issued 
to the American bishops from the College of Propaganda at Rome, laid 
down as a principle of both natural and divine law that public school 
attendance be forbidden. The church authorities, however, did 
recognize that practice must fall far short of principle where no satis- 
factory Catholic schools had yet been erected. 

The Third Plenary Council of the American hierarchy sitting in 
Baltimore in 1884 expanded the rudiments of this policy into specific 
directives. "I. Near each church, where it does not yet exist, a paro- 
chial school is to be erected within two years from the promulgation of 
this councU, and is to be maintained in perpetuum, unless the bishop, on 
account of grave difficulties, judge that a postponement be allowed. 
. . . IV. All Catholic parents are bound to send their children to the 
parochial schools, unless either at home or in other Catholic schools 
they may sufficiently and evidently provide for the Christian education 
of their children, or unless it be lawful to send them to other schools on 
account of sufficient cause, approved by the bishop, and with opportune 
cautions and remedies. As to what is a Catholic school, it is left to the 
judgment of the Ordinary to define.”* The twentieth century wit- 
nessed no essential change in this policy. 

* The errors in question were as follows; “47. The best theory of civil society 
requires that popular schools open to the children of all classes, and, generally, all 
public institutes intended for instruction in letters and philosophy, and for con- 
ducting the education of the young, should be freed from all ecclesiastical authority, 
government, and interference, and should be fully subject to the civil and political 
power, in conformity with the will of rulers and the prevalent opinions of the age. 
48. This system of instructing the youth, which consists in separating it from the 
Catholic faith and from the power of the church, and in teaching exclusively, or at 
least primarily, the knowledge of natural things and the earthly ends of social life 
alone, may be approved by Catholics.” See P. Schaff, Creeds of Christendom, 
vol. 2, pp. 224-225, Harper & Brothers, New York, 1877. 

* Quoted in J. A. Bums, Orowth and Development of the CaOvolic School System 
in the United Slates, p. 195, Bonziger Bros., New York, 1912. 
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Many Catholic communities, however, found it very difficult to 
bear the double burden of taxation in which the decrees of the Balti- 
more Council resulted, one tax for the public school and another tax 
for the parochial school. To bring this seeming injustice forcibly to 
the attention of the American people and to try to win some relief 
from it was the task undertaken by a western prelate of the Catholic 
Church, John Ireland (1838-1918), the great archbishop of St. Paul, 
Minnesota. Invited to speak to the National Education Association 
meeting in St. Paul in 1890, Ireland addressed himself to the topic 
of state support for parish schools. To allay any fears in his audience 
that he might be insidiously seeking to destroy America’s public 
system of schools he first spoke in eloquent praise of it, even of state 
laws enforcing compulsory attendance, which some Catholics were 
opposing at the time. Indeed, out of very love for the public school 
system he went on to wish it might be expanded and managed so as to 
include religious instruction and thus all the children of all the people. 
The proposal he laid before the association for what he called “Chris- 
tian state schools’’ was essentially the Poughkeepsie plan. 

Archbishop Ireland not only spoke in favor of the Poughkeepsie 
plan but went further and approved its introduction in two Minnesota 
towns of his see, the towns of Faribault and Stillwater. This action 
together with his speech raised a tremendous stir among Catholics. 
Many among the laity as well as among the clergy thought that Ire- 
land’s outspoken approval of public schools was squarely contrary to 
Catholic philosophy and policy. For long. Catholics had claimed that 
the right to teach belonged to the family and the church. While they 
welcomed material assistance from the state in providing schools and 
while they even recognized the right of the state to exact a secular 
curriculum along with the religious one. Catholics denied that the state 
had an independent right itself to educate. 

In order to bring the learning of the church to bear on this contro- 
versial issue. Cardinal Gibbons (1834-1921) of Baltimore, who was 
then primate of the Catholic Church in America and who was sym- 
pathetic to Archbishop Ireland's point of view, prevailed upon Thomas 
F. Bouquillon, eminent professor of moral philosophy at the Catholic 
University of America, to write a brochure on the problem. To the 
question contained in the title of his brochure Education: To Whom 
Does It Belongt he forthrightly answered, “The family, church, and 
state.’’ Although he rested his conclusion on a long line of Catholic 
authorities, critics at once arose to challenge his interpretation of these 
authorities and to cite opposing ones. In part, the point of view of Dr. 
Bouquillon’s critics, although couched in religious terms, was not 
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unlike Spencer’s theory that the state should take a laissez-faire atti- 
tude toward education.^ At last to quiet the controversy the matter 
was appealed to Rome, whence finally issued a pontifical tolerari 
potest, that is, Archbishop Ireland’s Faribault-StiUwater plan was not 
ideal, but it could be tolerated. 

But by the time this decision on policy was handed down, which was 
a year or more after the controversy started, the practical situation had 
become worse. I’rotestants in Faribault and Stillwater, fearing that 
Catholics might be gaining an advantage over them, brought the 
experiment to an end. The Poughkeepsie plan, too, reached its end 
about five years later. The state superintendent of public instruc- 
tion in New York, on appeal to him in his quasi-judicial capacity, 
decided that it was against public policy for public school authorities 
to lease their buildings or to have nuns for teachers as under the 
Poughkeepsie plan.^ The policy of collaborating with the state having 
proved abortive, the church shelved it for the time being and concen- 
trated on building up its parochial school system.’ Accommodating 
about one-third of the Catholic children between the ages of five and 
seventeen in 1890, fifty years later this system had grown to the point 
where it was caring for nearly one-half the number of Catholic children 
in this age group. 

The whole Catholic position with regard to the mutual relations of 
family, state, and church in the matter of education was finally sum- 
marized, clarified, and restated in the Papal encyclical The Christian 
Education of Youth issued in 1929.’ There it was stated that in the 
natural order the primary obligation to educate rests with the family. 


* See R. I. Holaind, S.J., The Parent First: An Aruneer to Dr. Bouquilhn’s 
Query, p. 20, Benziger Bros., New York, no date; "Considering natural law only, 
parents cannot be compelled by the civil authority to send their children to an 
elementary school. . . . First, parents alone are judges of the material and intel- 
lectual wants of their children; the control is due to them in strict justice; an 
obligation of that kind is an abridgment of their control; and. therefore, a violation 
of justice. Secondly, the only reason why the state could interfere would be the 
violation of the right of the child ; but all the child is strictly entitled to is to receive 
the education necessary to live in comfort in the condition of his parents. On the 
other hand, it is not universally true that the throe R’s are necessary to live in 
comfort; hence it cannot be proved by natural law alone that the parents can be 
compelled to give their children a knowledge of the three R’s." 

’ Matter of the Appeal of Keyser v. Board of Edneation of Poughkeepsie (1898), 
University of the State of N.Y., Annual Report 1914, Judicial Dedsians, 1822- 
1913, p. 560. 

* For a further account of religious instruction in the schools, see supra. Chap. 
XI. 

* Catholic Educational Review, 28: 129-164, March, 1930. 
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-while in the supernatural order it rests -with the church. The family 
as educator, of course it was recognised, suffers from the limitations of 
the parents. It therefore needs the assistance and guidance of an 
educational agency that is sure and infallible in all things pertaining to 
man’s last end. The family, it was conceded, is also supplemented in 
the natural order by the educational offices of the state, for the state 
has a particular stake in the political, vocational, and ph3^ical educa- 
tion of its citizens. Yet, because the church considers itself the 
guardian of the natural right of the family to educate, the encyclical 
categorically enjoined the state not to be so zealous in education as to 
substitute itself for the family. Rather is it the function of the state 
to protect the educational initiative of the family and church and to 
remove public impediments that stand in their way. 

MONOPOLY OR PLURALISM IN PUBLIC EDUCATION 

The development of the Catholic parochial system of private 
schools would seem to have been thoroughly in harmony -with the 
American conception of religious freedom as embodied in the Federal 
Constitution. Moreover, the development would also seem to have 
been democratic, if democracy be taken to mean freedom to cultivate 
different cultural outlooks, as the patrons of socially select schools have 
claimed. But it must not be overlooked that freedom of this sort has 
also led to segregation among children and the isolation of some of them 
from others. Consequently, many friends of the democratic faith have 
been genuinely perturbed at the way in which private schools raise 
cultural barriers to democratic intercommunication. ‘ 

Early to mention this difficulty was Colonel Francis W. Parker 
(1831-1902) in his Talks on Pedagogics, published just before the turn 
of the century. He feared that mistrust and suspicion which cultural 
division and isolation breed. Nor did he think that these attitudes 
were overcome even by the few who finally pursued studies together 
under the common roof of the university. Far more serious, however, 
was the antipathy shown minority groups after the First World War. 
Of interest here was the fact that this antipathy spread to the private 
schools by which some groups preserved their cultural uniqueness and 
integrity. The situation reached a crisis in the state of Oregon. There 
a law was passed in 1923 that made attendance at public schools com- 
pulsory for all children of elementary school age. Without specifically 
mentioning private schools, this law quite effectually put them under a 
ban by gi-ving the public school a monopoly on early education. 

‘ For a further account of this phase of democratic education, see supra, pp. 
48-10. 
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This was not the first time that an endeavor had been made to 
bring private and parochial schools under public control. California 
had tried it in 1874 and Massachusetts in 1888. France had put a ban 
on Catholic teaching orders in the law of 1904. In a surprisingly short 
span of history, education had moved from a> condition where nearly all 
education was under private auspices to one where the public was mak- 
ing an initial bid toward becoming the sole educator. Coming at a 
time when the totalitarian theory of the state was being bom, the 
Oregon law naturally proved crucial. 

A case was made of it for the courts, where in the due course of 
time it came before the United States Supreme Court. After being 
upheld by the state and lower Federal courts, the law was held uncon- 
stitutional on final appeal. In its decision the Supreme Court of the 
land enunciated the view that “The fundamental theory of liberty 
upon which aU governments in this Union repose excludes any general 
power of the state to standardize its children by forcing them to accept 
instruction from public teachers only. The child is not the mere 
creature of the state; those who nurture him and direct his destiny 
have the right, coupled with the high duty, to recognize and prepare 
him for additional obligations.”^ 

This decision obviously declared that the state is but one among 
other agencies interested in the education of the child. Thus, the 
United States Supreme Court definitely committed this country to a 
pluralistic rather than a monistic or totalitarian view of public educa- 
tion. Furthermore, the decision was in line with the principles implied 
long ago in the Massachusetts laws of 1C42 and 1647. It recognized, 
as they did, that the primary obligation to educate rests on the 
shoulders of the parent. It is interesting to add that the Papal ency- 
clical The Christian Education of Youth cited the Supreme Court deci- 
sion with approval.* 

* Pierce v. Society of Sisters (1925), 268 U.8. 510, 535. 

* Op. cit., p. 140. 
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EDUCATIONAL ADMINISTRATION 
AND SUPERVISION 

The preceding chapters have largely concerned themselves with 
the educational task from the instructional angle. They have con- 
sidered the educative process as conditioned by such perennial factors 
as aim, method, and curriculum at the different levels of the educa- 
tional ladder and also by results of psychological, philosophical, politi- 
cal, and economic thinking. In considering the ptersistent problems 
of instruction from these angles, relatively little attention has been 
given to the way in which the educative process is further conditioned 
by the practical details of administrative organization. These details 
must not be neglected; for, the larger and more complex the educational 
enterprise, the more significant are these details. Not infrequently, 
indeed, the quality of the instructional program itself has depended 
on the efficiency with which the school or school system has been 
organized and administered. 

The recurrent questions that these details of educational adminis- 
tration pose are various. How and where, for example, should the 
educational program be housed? More basic, doubtless, is the ques- 
tion of finance. How shall money for the educational program be 
raised? Once raised, how shall it be distributed? Closely related to 
the method of raising and apportioning funds is the size of the geo- 
graphic unit to be organized for the support of schools. What is the 
relative importance here of small-size or local educational administra- 
tion as compared with large-scale or central educational administra- 
tion? Whatever the unit of educational administration, what sort of 
officers of administration should be set up? What should be their 
proper powers and responsibilities? 

BEQINNrNQS OF EDUCATIOKAL ADMINISTKATION 
AND SUPERVISION 

The simplest and most primitive unit of educational organization 
is the school or class formed by an individual teacher and his pupils. 

6S8 
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During the long centuries when education was a luxury of the few rather 
than a right of the many, each such school or class usually constituted 
a separate undertaking. Under such circumstances -the functions of 
teaching and administration were often undifferentiated and united in 
the same person, the teacher. He charged and collected his own fees, 
arranged for quarters for his school, attended to the grading and pro- 
motion of his pupils, and selected and taught the curriculum. Such 
was the situation in all probability in the schools of the Greek Sophists, 
the Roman grammarians and rhetoricians, and the Renaissance 
Humanists. Such too, undoubtedly, was the situation in many 
private-venture schools under the frontier conditions of colonial 
America. 

In spite of these circumstances, evidence is not altogether wanting 
of the beginnings in early times of differentiating administrative from 
instructional functions. One of these early beginnings is to be seen 
in the founding of chantries during the Renaissance. A chantry was 
founded by a testator setting aside funds for the double purpose of 
having a priest or monk sing masses for the repose of his soul and of 
having him conduct a school when not so engaged. The fund or 
property so set aside was usually paid over to feoffees or trustees, whose 
duty it was to manage this part of the testator’s estate so that its 
income would always be available for the support of the chantry. 
Here, then, was an early division of labor in the educational enter- 
prise, a qualified priest or monk to do the teaching and a duly api>ointed 
trustee or trustees to manage the school’s finances. This practice 
not only proved very popular during the Renaissance but has ever 
since provided the pattern of organization for private schools. 

Public funds for education, although rarely and only meagerly 
available before the nineteenth century, produced much the same 
division of responsibility for education. Precedents can be cited as 
early as the Roman Empire. At that time, when the voluntary 
private support of education was in decline, emperors came to make it 
a policy to subsidize education. Thus great teachers like Quintilian 
(35-100) could devote their main efforts to teaching while leaving 
the worry of providing their salaries to public officials. Another 
precedent was furnished at the time of the Protestant Reformation 
when Martin Luther (1483-1546), alarmed at the impoverished condi- 
tion of education, besought the civil states of his day to provide and 
support schools. Many states, particularly Protestant ones, gave ear 
to this plea. Starting at first with a small stake in the organization 
and maintenance of schools, in the next two centuries these states, and 
particularly Prussia, enlarged this stake and came to protect it by a 
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system of administration and inspection that became the object of 
study in other countries.* 

The very size and extent of the state, when it took an interest in 
education, marked another of the early origins of a differentiation 
between administrative and instructional functions. Within the 
bounds of a single state were a number of schools. To bring all or 
even a portion of them within the embrace of a single policy required 
overseeing of the schools to a degree that no one with teaching duties 
to perform could exercise. Overeeeing to this extent required a 
separate personnel with specialized functions of administration and 
supervision. In Prussia, for instance, the state appointed the clergy 
to execute these functions of supervision. Hence the church together 
with the state was a force in the separation of administrative from 
teaching duties. 

Growth in the size of the educational enterprise also played another 
part in the specialization of education into administration and instruc- 
tion. Individual schools grew in enrollment and variety of instruction 
to a point where a variety of classes at different levels of advance- 
ment was the only administrative organization of the school that would 
permit effective instruction. Here, too, it was necessary to detail 
someone to have the overseeing of the whole educational process in 
the entire school. Nowhere, perhaps, was this more clearly recognized 
than in the famous Humanistic schools of the Jesuits. There two 
officers in particular were charged with general oversetnng of the school. 
One was the rector, who was the head of the school, and the other was 
his assistant, the prefect of studies.* 

Of the qualifications for the office of rector the Constitutions of 
the Society of Jesus say, “He should have the gift of discretion, be fit 
for governing, well versed in business, experienced in spiritual matters. 
He should know how, as occasion offers, to mingle severity with kind- 
ness. He should be solicitous, piatient in labor, and also learned in 
letters, and finally he should be of such a character that the superiors 
can have confidence in him, and communicate their authority to him 
safely, since the greater his authority, the better he will govern the 
college for the greater glory of God.”’ 

In general, it was the duty of the rector to see that the Constitu- 
tions of the society pertaining to education were carried out. More 

* For example, see V. Cousin, Report on the State of Public Instruction in 
Prussia, in E. W. Knight, Reports on European Education, pp. 123-240, McGraw- 
Hill Book Company, Inc., New York, 1930. 

• Fitzpatmck, E. a., St. Ignatius and the Ratio Studiorum, pp. 91-96, 137-155, 
McGraw-Hill Book Company, Inc., New York, 1933. 

> Ibid., p. 92. 
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specifically, he had the duty of appointing subordinates and of taking 
care of the real and personal property of the society. Over students he 
had the duty of watching with solicitous care, looking after their 
health, and exhorting them in their studies. From time to time he was 
to visit classes and once a month to hold conferences with his teachers 
to which the prefect of studies was invited. He was charged not only 
with fostering zeal in his teachers but also with giving special aMention 
to the recruitment and training of new ones. Though having these 
various administrative and supervisory duties, the Jesuits nonetheless 
thought it wise for the rector to take a hand in teaching for at least a 
small portion of the academic year. 

While the rector had administrative as well as supervisory duties, 
the prefect of studies was largely confined to supervision of the instruc- 
tional program. “The duty of the prefect,” states the Jesuits’ famed 
Raiio Studiorum, “is to be a general assistant of the rector in the proper 
organization of studies and in conducting and regulating the classes 
in accord with the authority granted by the rector, so that those who 
attend may make as much advancement as possible in uprightness of 
fife, the arts, and doctrine, all for the greater glory of God.”* More 
particularly, this directive gave the prefect of studies authority to pre- 
scribe the curriculum, select the texts, set and approve examinations, 
and see that the teachers under his charge covered the ground laid out.^ 

No doubt the Jesuits derived the idea of a rector from the medieval 
university. There the office had evolved from one in which the rector 
was merely a presiding officer in the faculty of arts to one in which 
he exercised coordinating executive power over other university facul- 
ties as well. Not every Humanistic school, however, which, like those 
of the Jesuits, felt the need for differentiating and concentrating 

* Ibid., p. 143. 

• Cf. the academy of John Calvin (1509-1564) at Geneva whose bylaws in addi- 
tion to a rector provided for a principal. “The principal . . . shall be a man of 
proven piety,” the bylaws stated, "of at least fair scholarship, and especially, above 
all, a man endowed with a gentle disposition and of a character completely free from 
harshness, that he may be a model to all the students by the example of his life and 
patiently fulfill his office, in spite of the annoyances involved therein. 

“It shall be his duty, besides the ordinary supervision of his school, to look 
into the character and perseverance of his colleagues, to spur on the slow, to 
remind all of their duty, to preside at all public castigations in the assembly room, 
and finally to see that the bell is sounded at the proper time, whenever necessary, 
and that the individual classrooms appear clean and tidy. 

“It shall not be right for the assistant teachers to make any innovation with- 
out consulting him. He shall report on all happenings to the rector.” Ebt, F., 
Early ProteiUmt Educators, pp. 255-256, McGraw-Hill Book Company, Inc., New 
York, 1931. 
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administrative and supervisory responsibility in a head, used the title 
of rector. In England, for example, the head vras called "master” 
and his assistants “ushers.” Later, the head came to be called "head 
master” or, familiarly, just “the head.” 

LOCAL EDUCATIONAL OROAMIZATION 

Early American elementary and secondary schools, as soon as they 
grew large enough to have a multiple faculty, found it advisable to 
appoint one of the faculty as the “head” teacher. This head teacher, 
or “principal,” as he later came to be called, was the first professional 
officer in American schools with administrative and supervisory duties. 
But neither the principalship nor any other office with administrative 
and supervisory duties developed extensively before the nineteenth 
century. Conditioning sociological circumstances were not ripe for 
such development earlier. Colonial America of the seventeenth and 
eighteenth centuries was still thinly settled. Frontier conditions 
prevailed. There were scarcely any large concentrations of popular 
tion in cities to make the close grading of schools feasible and in turn 
necessitating professional superintendence. Furthermore, the demo- 
cratic idea that that larger unit of political administration, the state, 
had a stake in the education of the mass of its people had not yet taken 
hold of public opinion. 

The state, to be sure, legislated for the schools, but from almost 
the very beginning of settlement in this country the larger state interest 
in education succumbed to the localism of the frontier. The legislative 
trend of the seventeenth and eighteenth centuries was almost continu- 
ously in the direction of surrendering educational prerogatives to 
smaller and smaller political subdivisions of the state. Thus in New 
England, where original settlements had been by towns, early colonial 
legislation constituted the town the local unit of educational organizar- 
tion. But, before the seventeenth century was out, the town was 
already proving too large a unit. Conditions of terrain were already 
breaking it down into smaller areas. 

Hungry for new land and for greater religious freedom, people 
tended to move toward the outskirts of the town although not beyond 
the limits of its political jurisdiction. As they moved farther and 
farther out, they became separated from the original compact town 
settlement by rivers and mountain ridges, which became difficult 
barriers to transportation and communication between the old and new 
parts of the town. In the course of time, with continued migration 
and the natural increase in population, whole new and almost inde- 
pendent communities began to develop in the newer parts of the town. 
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The effect of thia development on the town school was notable. 
The barriers of terrain between the different parts of the town were 
particularly difficult to surmount in the inclement seasons of the year, 
the seasons when school was usually held so that children might work 
on the farm during the remaining portions of the year. As a result, 
many families in the outlying districts were deprived of the benefit of 
the towm school, which remained, of course, in the oldest and most 
thickly settled part of the town. As a further result there was a 
gradual decline in the support of the central school. Parents whose 
children could not easily reach the school naturally were hesitant and 
reluctant to accord it financial support. 

To revive the drooping fortunes of the school and to make it serve 
the needs and interests of the whole town, a novel expedient w^as 
devised. If weather and terrain prevented children from traveling to 
school regularly, the town decided to take the school to the children. 
Hence, it was decided that the town school should hold its sessions 
first in one part of the tow'n and then in another. Like the courts, the 
school went on circuit. And thus originated the well-known “mov- 
ing" school of New England. 

The moving school, however, was only a temporary expedient. 
Moving about as it did, the school held only abbreviated sessions 
wherever it stayed. Hence, it was entirely satisfactory in no part of 
the to^. The next step, therefore, was for each parish or district 
of the town to demand a school of its own. This demand necessitated 
a division of the town taxes, which were still collected as a unit, and 
led to what is sometimes called the “divided” but much more often 
the “district” school. 

The disintegration of the town school into a district school took 
place largely as a matter of custom and practice. Not till 1789 did the 
legislature of Massachusetts give statutory confirmation to the dis- 
trict system as it had evolved in practice. Yet, not content with 
recognizing its decentralizing tendencies, the state went further and 
for more than a quarter of a century continued to strengthen the dis- 
trict system. At the opening of the nineteenth century it gave the 
district power to levy and collect its own school taxes. In the middle 
of the second decade of the century the state gave the district such 
corporate status and powers that it became as independent as the town 
itself had been originally. Finally, in 1827 the legislature empowered 
the district to select its own school trustees, who in turn were 
empowered to select texts and certificate teachers. 

What occurred in Massachusetts and New England generally 
occurred elsewhere under varying circumstances. In Connecticut the 
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town church control of schools gave way to parish control. The parish 
in this case bore the same relation to the larger church society that the 
district did to the town. Later, Connecticut superseded this ecclesi- 
astical control with secular civil control by the “school society,” 
but the territorial bounds of the school society usually remained the 
same as the parish. The district system also spread westward with 
the frontier into the new states, where the township rather than the 
town was the original local unit into which states were subdivided. 
States where the county was the local administrative unit also often 
found it impossible to resist the conveniences of the district system. 

There can be little doubt that in many ways the district system in 
colonial America was admirably adapted to the frontier conditions that 
gave it birth. It brought the school to the remote door of the pupil in a 
day before automobile transportation and hard-surfaced roads could 
bring the pupil to a centrally located school. Started as a social 
convenience, the school district also became, in the course of time, an 
institution of no little political significance. Being the smallest unit 
of local self-government and being numbered in the thousands, it 
became the “palladium of popular liberty” by virtue of giving 
many Americans their basic trmning in the parliamentaiy forms of 
democratic government. 

Yet, adapted as it was to its times, the school district persisted 
long after these times had begun to change. Furthermore, it had 
inherent limitations that, obscured at first, became more and more 
clearly silhouetted against the background of the changing times of the 
nineteenth and twentieth centuries. Foremost among the limitations 
to which the great multiplication of districts led, as Henry Barnard 
(1811-1900) of Connecticut so clearly perceived even before the middle 
of the nineteenth century, was the disastrous inequality of educational 
opportunity that it caused, even within the bounds of a single town.' 
Thus, districts differed greatly in territorial extent, in tax resources, 
and in the intelligence and interest in education of their inhabitants. 
In consequence, schools varied greatly in the housing of the school, 
in the school building’s equipment, in the qualifications of the teacher 
employed, in the length of the school term, and in the quality of super- 
vision by the local school committee. But even where a district was 
fortunate in having enlightened educational leadership, which was rare, 
its limited size inevitably restricted its financial capacity to realize 
the visions of its leadership. Hence, even when the district school was 
a good one, it was usually an ungraded, one-room, one-teacher school. 

’ Briibacher, J. S., Henry Barnard on Education, p. 215, McGraw-Hill Book 
Company, Inc., New York, 1931. 
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Being of this sort, it retarded the growth of more centrally located 
schools that permitted of grading and called for the stimulating guid- 
ance of professional superintendence. 

STATE EDUCATIONAL ADMINISTRATION 

In the second quarter of the nineteenth century the trend toward 
the extreme localization of educational control began to reveriic itself. 
A tendency toward the centralization of educational control became 
evident. With this centralization of control came a tremendous 
growth in educational administration and supervision. This mani- 
fested itself in two directions, in the growth of state educational 
organization and in the development of city school sys-tems.‘ The 
underlying social forces that were pushing education in these directions 
can be easily imagined. Principally, the country was becoming more 
thickly settled through continued immigration and a normal high birth 
rate. Nowhere was this population trend more noticeable than in the 
cities. There the concentration of population to man the rapidly 
expanding industries of the coimtiy often amounted to congestion. 
School enrollments grew rapidly, too, not only because of the increase 
in population, but also because a great wave of popular confidence in 
education as the way to social and individual advancement swept 
large numbers of new recruits into the schools either voluntarily or 
through compulsory-attendance laws. 

It was difficult at fimt to meet the challenge of the increased 
enrollments brought on by the belief that the school was the undoubted 
key to social progress. One of the principal obstacles to meeting the 
challenge was the district system of schools. The smallness and isola- 
tion of these districts, once a necessary convenience, now created an 
educational lethargy and myopia that definitely operated to restrict 
educational advancement. To get a more comprehensive view of the 
task of education and to draw on a larger area for competent personnel 
to direct the task, people gradually turned to the state. 

State educational administration and supervision had various 
beginnings. Perhaps first it is wise to remember that from the time of 
the earliest settlements in America the legal control of education had 
resided in the state. What towms, counties, and districts did educa- 
tionally they did by virtue of enabling acts of the colonial and later of 
the state legislatures. If local units of administration seemed to enjoy 
major initiative and discretion in educational matters, either by custom 
or legislative fiat, it was because the state would have it so. It is 

‘ Evolution toward a national unit of educational administration is considered 
in Chap. III. 
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interesting to note, however, that this local control of education per- 
sisted so long that many communities forgot that they enjoyed their 
authority at the sufFrance of the state. Municipalities in particular 
formed the habit of regarding and controlling the schools like any other 
branch of municipal government. Courageous school officials who 
were alert to their legal rights often resisted this encroachment of the 
municipal authorities. When such controversies reached the courts, as 
they did again and again in the different states in the late nineteenth 
and early twentieth centuries, the courts uniformly upheld the school 
officials. Judicial opinion generally rested the independence of school 
from municipal officials on the historical ground that education was and 
always had been a state rather than a local function of government.^ 

Although the state’s interest in education was legally prior to that 
of the locality, the state was very slow to set up administrative machin- 
ery to assert and protect its interest. Indeed, the first state board of 
education did not appear tUl after the conclusion of the Revolution. 
Then, in 1784, New York reorganized its educational system under the 
title of the University of the State of New York, presided over by a 
state Board of Regents. This university was not a teaching university 
but rather the corporate administrative organization given to second- 
ary and higher education at the time. All academies and colleges in 
the state were made members of the University of the State of New 
York and thus brought under the supervision of the Regents. By a 
strange quirk of fate, the elementary schools of the state did not 
become part of the university till 1904. This unique pattern of state 
educational organization seems to have been French in origin and to 
have been taken from a plan for a university submitted to Catherine II 
of Russia by Denis Diderot (1713-1784), the renowned French encyclo- 
pedist. Later, Napoleon made use of the same idea when he organized 
the University de France. 

New York was also first in setting up an executive state officer 
of education, in 1812 creating the office of state superintendent of 
common schools. This position came into being largely out of the 
need to have someone administer the state common school fund. The 
first incumbent of this office, Gideon Hawley (1785-1870), distin- 
guished himself by being an effective educational leader as well as a 
good disbursing clerk. Unfortunately, in the decade following his 
appointment he ran afoul of the legislatures’s unjustified displeasure. 
As a result, his office was abolished and its duties made ex officio duties 
of the secretary of state. The office did not emerge with independent 

‘ For a sampling of these cases, see N. I. Edwards, The Courts and the Public 
Schools, Chap. I, University of Chicago Press, Chicago, 1933. 
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status Bgain till 1854. In the meantime, this action reduced the state 
intei^t in education from a professional to a purely clerical level. 

This subordination of the state interest in education was not 
altogether surprising. Although obviously a state interest in educa- 
tion was being bom, the second and third decades of the nineteenth 
century were not yet fully awake to the incalculable importance of 
popular education. This waited for the legislatures of Massachusetts 
and Coimecticut in the next decade to set up the state machinery that 
was to mobilize public opinion into the great educational revival of the 
mid-nineteenth century. Massachusetts in 1837 and Connecticut in 
the following year both set up state boards of education as antidotes 
for the lethargy that grippted the district schools. What gav e power to 
these boards was not so much their membership as the executive 
secretaries whom they both appointed. By happy chance, two men of 
the highest gifts for public leadership were avaUable for these appoint- 
ments, Horace Marm (1796-1859) in Massachusetts and Henry Barnard 
in Connecticut. ‘ 

To these men more than to any others goes the credit for giving 
state educational administration and supervision the eminence it since 
has assumed. The duties they took upon themselves were largely 
those of persuading and exhorting communities to improve their 
schools. By traveling the length and breadth of their respective states 
and by speaking on every occasion that presented itself, Mann and 
Barnard made available for local communities the broader educational 
experience and loftier educational vision of the larger territorial unit of 
the state. To implement words with deeds, neither secretary was 
armed with any compulsory powers of state authority. “The educa- 
tion of the whole people, in a republican government,” declared Mann 
in memorable words, “can never be attained without the consent of the 
whole people. Compulsion, even if it were desirable, is not an availa- 
ble instrument. Enlightenment, not coercion, is our resource. The 
nature of education must be explained. The whole mass of men must 
be instructed in regard to its comprehension and enduring interests. 
We cannot drive our people up a dark avenue, even though it be the 
right one; but we must hang the starry lights of knowledge about it, 
and show them not only the directness of its course to the goal of 
prosperity and honor, but the beauty of the way that leads to it.”“ 

^ For estimates of the work of these two men, see E. I. F. Williams, Horace 
Mann, EdiuxUional Statesman, The Mncmillsn Company, New York, 1937, and 
A. L. Blair, Henry Barnard, School Administrator, Educational Publishers, Minne- 
apolis, 1938. 

* Rioted in P. Monroe, Founding of the American Public School System, p. 247, 
The Macmillan Company, New York, 1640. 
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Taking this view certainly did not make the task of these men any 
easier. Public inertia in the matter of education was so monumental 
that, except for the great zeal and deep devotion of these men, they 
must surely have failed in their undertaking. When success finally 
crowned their efforts, it was only at great personal sacrifice. Mann 
and Barnard both demanded so much of themselves that the health 
of each was impaired by his exertions. Neither Massachusetts nor 
Connecticut rewarded these great public servants of the state with 
salaries that even met their expenses, but both men concluded their 
public service rich in the gratitude of their fellow men and of untold 
generations of school children yet unborn. 

In addition to campaigning up and down the state for better 
schools, Mann and Barnard devised other means for getting their ideas 
before the lay and professional public. Both of them made annual 
reports to their state boards of education that not only acquainted the 
public with current educational conditions but pointed the way to 
their improvement. The reports of Mann in particular were widely 
read. While these reports were chiefly intended for the layman, both 
secretaries also launched journals intended chiefly for the professional 
persoimel of the state’s schools. Barnard is especially noted for the 
American Journal of Education which he long edited. Both men also 
made trips to Europe in order to give their state constituencies the 
benefit of the latest and best educational practice in methods of instruc- 
tion, grading of pupils, training of teachers, and architecture of schools. 

The state leadership of education that Mann built up in Massachu- 
setts and Barnard in Connecticut — subsequently in Rhode Island, 
too — was developed by other able, if less well-known, men in other 
parts of the country. Calvin Wiley (1819 — 1887) in North Carolina, 
Robert J. Breckinridge (1800-1871) in Kentucky, and John Swett 
(1830-1913) in California, to mention but three, were the sort of men 
who furthered the work of Mann and Bainard in the South, Middle 
West, and West. Indeed, the fame of Mann spread outside the United 
States, drawing to this country the great Argentinian president and 
educator Domingo Faustino Sarmiento (1811-1888). After traveling 
in Massachusetts and Connecticut, Sarmiento returned to his native 
country to become known as the Horace Mann of Argentina. ‘ 

The success that these and other men had in rallying public opinion 
to follow the banner of the state in educational leadership led to a 
statutory strengthening of the state’s role. Massachusetts, for 

’ Stewart, W., and W. M. Fbenck, “The Influence of Horace Mann on the 
Educational Ideas of Domingo Faustino Sarmiento,” Hispanic American Historical 
Review, 20: 12-31, February, 1940. 
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inetaince, began to recall _the educational powers that it had delegated 
to the school districts. Several years after Mann concluded his twelve 
year term of office, Massachusetts passed a law permitting towns to 
abandon the district system and to return to the town unit of control 
for schools. Just before the CSvil War the 'state went further and 
abolished the district system altogether. This action was moving 
faster than public opinion would allow, for the law was repealed almost 
immediately. Shortly after the war another permissive law was put 
on the statute books. Finally, in 1882, after the district system had 
been voluntarily abolished in nearly every town, the district system 
was for the last time legislated out of existence. Other states followed 
the lead of Massachusetts more slowly. Yet, in spite of much progress 
in the abandonment or consolidation of school districts, a notable 
number stiU remained in the twentieth century. Their sun, however, 
had definitely set. The state was well established as the preeminent 
unit of educational organization and administration. 

The state also learned to strengthen its educational leadership by 
the way in which it managed the state school funds. While at first the 
management of these funds had been merely a clerical job of apportion- 
ment among the different localities, later the state became bold enough 
to make the apportionment contingent upon a raising of educational 
standards in these localities. This meant not only that communities 
were expected to have longer school terms, better trained teachers, and 
more varied curricula but often that they were expected to match the 
state financial contribution with one of their own. 

Setting standards and inspecting to see whether they had been met 
became technical tasks that ex officio state superintendents of public 
instruction were little competent to perform. As a result, this impor- 
tant office moved steadily toward an independent status demanding 
the full-time services of a man of the highest professional abilities. 
Hindering the selection of such a man, however, was the method by 
which he frequently was selected for office. As the office came to 
prominence just after the opening of the era of the common man, it 
frequently became an elective one. The effect of Jacksonian democ- 
racy being to treat public office as a nontechnical occupation and one 
easily within the competence of the common man, the custom natu- 
rally grew up of making the state superintendent of schools submit his 
qualifications to the suffrage of the people. Most states still continued 
this practice in the twentieth century, but the tendency of progressive 
states was toward having this officer appointed either by the state 
board of education, as was originally the case in Massachusetts and 
Connecticut, or by the governor of the state. 
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As state population continued to mount toward the turn of the cen- 
tury and as the automobile contracted the boundaries of the state, at 
least psychologically, the function of state educational administration 
grew in complexity. In fact, it grew quite beyond the physical capaci- 
ties of any one man. Hence, in a large state like New York it became 
necessaiy to assign to the state commissioner of education assistant or 
deputy commissioners of education to divide up the clerical, supervi- 
sory, judicial,* and research functions that had to be performed. Only 
BO could the commissioner himself be freed to fulfill the demand for 
educational statesmanship that his office demanded. 

THE CITY BOAKO OF EDUCATION AND THE BUPBBIN- 
TENDENT OF SCHOOLS 

The rise of educational administration and supervision, so rapid 
in the case of state educational organization in mid-nineteenth century, 
was slower but no less conspicuous in the contemporary development 
of city school systems. As in the state, so in the cities, strong execu- 
tive leadership was the outstanding feature in the evolution of educa- 
tional administration and supervision. Indeed, in the course of time 
so strong did the city school superintendency become, particularly in 
the larger cities, that it often outranked the state superintendency in 
professional prestige. 

The first city school superintendent was appointed in Buffalo, New 
York, in 1837, the same year in which Horace Mann assumed his duties 
as secretaiy to the Massachusetts State Board of Education. In order 
to understand how this office came to evolve, it is perhaps easiest to go 
back again to the old New England town. Originally, the New Eng- 
land town governed itself through the well-known democratic process 
of the town meeting. School affairs came up for decision at the town 
meeting just like any other public concern. In making such decisions 
it is interesting to note that the town exercised both legislative and 
administrative control of the schools. Thus it would legislatively 
decide the policy of whether to have a school and administratively 
vote to employ a particular master to teach the school. 

Of course, the town meeting could not sit continuously, nor could it 
always conveniently assemble citizens when some crisis in town or 
school affairs arose. Consequently, it was the custom to select certain 
men — “selectmen” they were often called — ^to manage town affairs 
during the interim between meetings. That selectmen had the over- 

' For the evolution of this phase of state educational administration, see J. S. 
Brubacher, The Judicial Power of Uie New York State Commiatumer of Education, 
Teachers College, Columbia University, New York, 1927. 
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seeing of education is evident as early as the famous Massachusetts 
statute of 1642, which made it their duty to ensure that parents were 
teaching children their letters, the catechism, and the capital laws of 
the country. 

While selectmen continued to exercise supervision of the schools 
throughout the colonial period, their responsibilities were more exten- 
sive in the early part of the period than in the latter. As time went on, 
it became more and more frequent practice for the town meeting to 
ai^oint sptecial conunittees to attend to specific problems of the schools 
such as the renting of a school building or the appointing of a teacher. 
Of particular importance were the special committees appointed to 
inspect the schools. In the eighteenth century these special commit- 
tees often grew into standing committees. The annual town meeting, 
in addition to its other officers, would choose a committee to look after 
the schools in general for a period of six months or even a year. In 
the nineteenth century such school committees became obligatory by 
statute. 

As population increased school systems grew in extent and com- 
plexity. Correspondingly, school committees, or “boards of educa- 
tion” as they more generally became called in the nineteenth century, 
found their duties groAmg more and more onerous. Typical was 
a school-board member in Springfield, Massachusetts, who com- 
plained that to execute his duties faithfully would require two whole 
days of his working week, an amount of time he could ill afford from 
hie usual occupation. Yet, while school-board members had to resist 
encroachments on their time, these encroachments instead of diminish- 
ing increased. Consequently, many legitimate demands of a growing 
school system went by default. In the middle of the nineteenth cen- 
tury the school committee at Boston pointed out that no one there 
was specially charged wth the duty of looking into the best type of 
school architecture, of being on the lookout for good teachers in case 
vacancies should occur, of deciding what is good teaching and helping 
teachers supplement their deficiencies, of studying whether the schools 
and their curricula were adapted to the population, of organizing new 
schools and transferring children from school to school, and of seeing 
that important business was brought before the school committee. 

Circumstances such as these all seemed to point to the need for 
someone to give his full time to the management of the schools. 
Apparently, Buffalo was first to sense this need when it appointed its 
superintendent of schools, but other cities were not far behind. By 
the Civil War nearly all the larger cities of the United States had 
created the office. Their own rapid growth plus the concurrent rise 
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of public education, which had its greatest impetus in urban centers, so 
expanded municipal school s}r8tems as to put them potentially in the 
class of big business. It is small wonder, therefore, that the pattern 
of educational administration which evolved as best adapted to 
this situation was the same as the corporate form of organization that 
had proved so successful in big business. In the case of both the public 
schools and private business, successful administration seemed to 
depend on the differentiation of the executive function. Special 
school committees and committees of the whole, like town meetings, 
might be excellent bodies to legislate educational policy; but, with the 
increase in size and complexity of American life, they had increasingly 
demonstrated themselves unwieldy and inefficient in executing or 
administering policy. Hence the need for differentiating and delegat- 
ing the administration and supervision of schools to a single executive 
officer like the superintendent of schools. 

Although the superintendency was destined to demand the highest 
professional qualifications, the first incumbents of the office came into 
power from a variety of backgrounds. In some cases, boards of educa- 
tion appointed one of their own number. Most often this was the 
secretary of the board. As a result, not a few of the early superin- 
tendents were laymen. Indeed, thirteen of Los Angeles’ first twenty- 
three superintendents were laymen— doctors, lawyers, clergymen, and 
businessmen. In other cases, boards of education picked a teacher or 
principal to become superintendent. Needless to say, the selection of 
a professional person came, in the course of time, to be the prevalent 
custom. But the selection of a person with high professional attain- 
ments was delayed in some places by the manner in which he was 
chosen. In some cities — ^notably San Francisco till as late as the third 
decade of the twentieth century — ^the superintendent had to run for 
office at popular election. In other instances, appointment was in the 
hands of the city council or the mayor. Here political rather than pro- 
fessional considerations were likely to obtain and make tenure so short 
as to be unattractive to the best-qualified man. 

The duties of the early city superintendent of schools were of two 
sorts, administrative and supervisory. On the administrative side it 
became his responsibility to keep the records of the school system and 
to make such reports to the board of education and to the state depart- 
ment of education as were required. He looked after school supplies 
and saw to the repair of school buildings. Where compulsory-attend- 
ance laws had been enacted, he often had the duty of following up their 
enforcement. On the supervisory side, the superintendent’s principal 
role was to coordinate the instructional program as a whede. Not 
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being attached to one schoolroom or one school building, the super- 
intendent was obviously the one to satisfy the increasing demand of the 
times for a graded system of schools.^ For the same reason, it was he 
who was charged with the duty of regulating promotions from grade 
to grade.^ Similarly, it is also easy to understand how making up the 
curriculum, or course of study, was originally a function of the super- 
intendent of schools. From his point of vantage overlooking the 
educational program as a whole, he naturally drew up the course of 
study and then passed it on to the teachers.* Giving hie full time to 
the overseeing of the schools, he also took over the function of visiting 
and examining them, which had become too onerous and technical 
for the board of education. 

The subsequent success of differentiating and concentrating execu- 
tive duties in a superintendent of schools has so definitely justified 
itself that it would be easy to overlook the misgivings and opposition 
which the evolution of this office at first generated. Some laymen 
opposed the office out of fear of “one-man control,” that ancient 
American bogey. Teachers and principals sometimes opposed it 
because they wished to retain the larger measure of professional auton- 
omy permitted by a decentralized administrative control. The most 
formidable opposition, surprisingly enough, was furnished by the 
board of education itself. The misgivings there were not so much 
concerning the creation of the office as concerning the amount of power 
to be delegated to it. 

This question of the apportionment of power between the superin- 
tendent and his board of education remained a bone of contention 
throughout the nineteenth and twentieth centuries. Much of this 
struggle for power resulted from the almost entirely extralegal develop- 
ment of the office. During most of the sujjerintendency’s hundred 
years of development, the real legal control of the schools was vested 
by statute in the board of education. Not till the twentieth century 
did the office of superintendent receive general statutory recognition. 
Up to that time the office existed only as a matter of practice.* Its 
powers were merely those delegated by the board of education. The 
superintendent wielded as much power as he was able to win from his 

* For the evolution of a graded system of schools, see supra, pp. 395-398, 423. 

* For the evolution of promotion, see supra, pp. 398-401. 

’ For a further account of the administration of the curriculum, see supra, pp. 
314-315. 

* The legality of this practice was settled in the courts as early as 1862. Stuart 
V. School District No.lof Kalamazoo (1874), 30 Mich. 69, which decided the legality 
of the high school, was one of the first decisions to approve the legality of the super- 
intendency and for the same reasons of public policy it approved the high school. 
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board by wiimmg their confidence in his personal and professional 
abilities. The superintendency, therefore, was virtually a history of 
great superintendents.^ These circumstances account in large part, 
not only for the indefinite boundary line between the powers of the 
board and superintendent, but also for the very uneven growth of the 
superintendent’s office in different parts of the country. 

Although boards of education found it necessary to delegate power 
to the superintendent of schools, they often surrendered their power 
reluctantly and rarely gave him an entirely free hand. They were 
fairly ready to delegate him petty clerical and technically supervisory 
duties. But when it came to major matters like budgets and the 
appointment of teachers, they clung to their statutory powers more 
tightly. Indeed, in the business administration of the schools they 
long thought themselves as laymen more competent than the superin- 
tendent. In spite of the fact that, with the development of normal 
schools in the last half of the nineteenth century, the appointment of 
teachers was becoming an increasingly technical or professional matter, 
boards did not like to yield power so akin to patronage. 

The rapid urbanization of the United States, from the latter part 
of the nineteenth century on into the twentieth, created city school 
problems of a size and difficulty that challenged the best educational 
leadership the country could produce. Aggressive superintendents 
who were also good executives realized more and more that, if the youth 
of the country were to have the educational opportunities which our 
democratic-industrial civilization demanded, they themselves must 
more and more have control of even such important elements of power 
as budgetary procedures and the appointment of teachers. Their 
claim to greater power, however, had to be authenticated. First 
to back their claim were professional students of educational adminis- 
tration. Although the professional training of teachers was well under 
way by the opening of the twentieth century, up to 1900 there had 
been practically no systematic professional training offered for men 
planning on the superintendency as a career. The first two decades 
of the twentieth century witnessed the virtual creation of a profes- 
sional subject matter of educational administration and supervision.* 
Principal leaders in this movement were George D. Strayer (1876- 

) of Teachers College, Columbia University, and !^wood P. 
Cubberley (1868-1941) of Stemford University. 

‘ For example, W. T. Harris (1835-1809) in St. Louis, B. A. Hinsdale (1837- 
1900) in Cleveland, J. D. Philbrick (1818-1886) in Boston, and B. S. Randall 
(1809-1881) in New York. 

* For a bibliography see I. L. Eandel, Twenty-five Years of American Educationf 
Chap. 7, Ihe Macmillan Company, New York, 1629. 
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The school of thought led by these men tried to resolve the struggle 
for power between the superintendent and board of education by f^- 
ing back on the corporate analogy already mentioned. * The board of 
education, they claimed, should be like a board of directors, having 
the duty to legislate the educational policies of the school system. 
The superintendent, like the president of a corporation, should be the 
technical or professional expert of the board. He should keep them 
advised in technical matters of educational practice with which 
they as laymen could not be expected to be acquainted. He should, 
furthermore, be the person to give professional execution to aU policies 
determined by the board. This seemed eminently sound administra- 
tive theory. Many boards of education adopted it into their rules and 
regulations. State legislatures, when some of them in the twentieth 
century finally gave statutory definition to the office and powers of 
the superintendent, enacted it into law. Yet, advanced as this legis- 
lation was, it did not always affect practice as it was meant to. The 
tenure of superintendents was still subject to contract with the 
board. Hence, weak superintendents were often careful not to exer- 
cise their statutory prerogatives in such a way as to displease their 
boards and endanger the renewal of their contracts. 

This evolution of the superintendency did not occur without leaving 
its mark on the board of education. During the period while it still 
considered itself an executive as well as a legislative body, the board 
had developed certain practices that proved either fruitless or a posi- 
tive handicap in the period when it became more strictly just a legisla^ 
tive organ of government. Thus, early boards of education tended to 
be very large. In a predominantly agrarian country, they tended to 
represent geographical areas such as school districts or municipal 
wards. Being very large, boards operated through committees. 
These committees frequently {lerformed administrative as well as 
deliberative functions. 

AU this nineteenth-century practice began to change by the twen- 
tieth century. Boards tended to grow smaller. Boston, for instance, 
just after the middle of the nineteenth century had a board of 217. 
Ten years later the board numbered 24. In the first decade of the 
twentieth century Boston had a compact board of 5.* As boards 
shrank in size, they inclined to reduce the number of their committees 

^ At least one educational authority favored the disappearance of the board 
of education altogether. See C. H. Judd, ** Abolish the School Boards,” Pviilic 
Management, 16; 321, November, 1939. Perhaps he had in mind the way in which 
other municipal boards like the board of police commissioners, park commissioners, 
etc., disappeared as the mayoralty rose in prominence in the nineteenth century. 
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or abolish them altogether. Students of educational administration 
felt that they should generally transact their business as a committee 
of the whole. As small boards eliminated the possibility of geographi- 
cal representation from each part of the city, boards also came to be 
elected from the city at large. 

The constantly growing size of cities was not long in rendering the 
magnitude of the superintendency of schools too heavy for one pair 
of professional shoulders. Two administrative devices developed to 
relieve the superintendent from some of this excessive burden. In 
some cities the superintendent was given assistants, either assistant 
superintendents 'A'ith special assignments or supervisors of instruction. 
In other cities two superintendents were appointed, one in charge of 
business affairs and the other in charge of professional educational 
affairs. This division of school control was not unlike that already 
noted as evolving into administration and supervision. 

Up through the first decade of the twentieth century the major 
interest of educational administration had been directed toward the 
organization of schools. Much confidence was put in administrative 
devices. The success of educational administration was thought to 
depend on having smaller boards, on reducing and eliminating com- 
mittees of the board, on consolidating school districts, on the board of 
education’s being fiscally independent of municipal authorities. 
Before and after the First World War, with the rise of the scientific- 
measurement movement, administration turned its (shief attention to 
problems of standardization. Elaborate age-grade studies were 
made, desirable classroom size was investigated, uniform business 
practices were installed, school buildings were scored against check 
lists, and teachers were rated on score cards. 

Standardization of administrative practices through the aid of 
scientific measurement proved tremendously useful in the city school- 
survey movement, which began to gather momentum during this 
period. School surveys were nothing new at this time, but they were 
entering on a period of effectiveness quite beyond anything they had 
known in the past. In part, they drew their inspiration from the 
contemporary social-survey movement and in part from an English 
educational survey by Sir Michael Sadler (1861-1943) which was 
greatly admired in this country. But also in part they stemmed from 
nineteenth-century precedents in this country. ‘ 

Henry Barnard, perhaps, conducted the earliest survey in this 
country when, on becoming secretary to the state board of education, 

‘ Cabweix, H. L., City School Surveys, Chap. 2, Teachers College, Columbia 
University, New York, 1929. 
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he gathered statistics on the state of schools in Connecticut. ‘ Shortly 
afterward Boston and later in the century Quincy, Massachusetts, 
instead of the annual school visitation, used comprehensive examina- 
tions to learn the state of public instruction in their respective cities.’ 
Just before the century was out Chicago appointed an educational 
commission to study its schools because there was doubt whether their 
results were commensurate with the financial outlay being made. The 
scope of this survey was the widest to date, including, as it did, the 
organization and supervision of schools, the selection, examination, 
and promotion of teachers, school census, texts, curricula at the differ- 
ent levels, and the like. Boise, Idaho, in 1910 had the first survey 
by an outside expert. Almo.st simultaneously East Orange and 
Montclair, New Jersey, also had surveys. These were distinguished 
by the fact that for the first time the survey expert rested his judg- 
ment to a considerable extent on the evidence of scientific objective 
measurement. 

More recently, however, a functional view of education admin- 
istration has obtained. Without disregarding the importance of 
administrative devices or of standardizing instruments, functional 
administration recognized the primacy of the instructional process and 
measured administration in terms of facilitating that program. From 
this angle, administration and supervision were seen to be closely 
related. Hence, any dualism between the superintendent’s business 
and educational responsibilities was held to be unwarranted. The 
budget had to be determined with reference to the instructional pro- 
gram and the instructional program in terms of the money allotted in 
the budget. 

DIOCKSAN EDUCATIONAL ADMINISTKATION AND SUPBBVIBION 

So far the discussion has been mainly concerned with the growth 
of educational administration in the public school system. What of its 
evolution in the Catholic parochial school system, the largest single 
private school system in the United States? As a matter of fact, the 
evolution there was not unlike that in the public school system. For 
long, parochial schools were under the surveillance of local parish 
priests. No dissatisfaction was felt with this system till after the 
Civil War. Then sporadic efforts were made to establish some form 
of diocesan’ supervision of parochial schools. The Third Plenary 

‘ Barnard, H., Second Annual Report to the Board of Commissionera of 
Common Schools in Connecticut, 1840. 

* Cf. O. Caldwell and S. A. Courtis, Then and Now in Education, World Book 
Company, Yonkers-on-Hudson, N.Y., 1924. 

' In size a diocese corresponds roughly to a state. 
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Council, when it met at Baltimore in 1884, took official notice of this 
movement. Following a plan originated in the diocese of Fort Wayne, 
Indiana, a few years previously and later copied in Cincinnati, Ohio, 
the council recommended the formation of diocesan boards of educa^ 
tion. These boards, composed of priests who were conversant with 
educational matters, were to examine and certify teachers, regulate 
curricula and texts, and visit the schools. 

Beneficial as this move was, it failed to live up to the expectations 
entertained for it. The difficulties were several. For one thing, the 
priests on these boards were busy with other parish interests besides 
their educational assignment and consequently could not give educa- 
tion the full attention it increasingly demanded. For another, few, 
if any, of these priests were professionally trained in education. Con- 
sequently, their school visitations, while sympathetic and well mean- 
ing, were lacking in pedagogical insight. Hence, a need was soon 
felt for some better trained person to give full time to the administra- 
tion of diocesan schools. Four years after the Third Plenary Council 
of Baltimore had met. New York City took the lead here by appointing 
a diocesan inspector of schools. In the next decade the first diocesan 
superintendent of schools appeared. This latter officer proved so 
effective that, just before the Second World War, 85 out of 104 dioceses 
had appointed superintendents.* 

THE FBINCIFALBHIF 

It has already been mentioned that superintendents of public 
schools were often chosen by elevating a principal of a local school. A 
word is now in order to describe the evolution of this administrative 
and supervisory office. This office not only antedated the superin- 
tendency in this country but undoubtedly had European origms as 
well. Thus, the American principal bore definite similarities to the 
English headmaster and the Jesuit rector, both already mentioned. 
The principalship made its appearance in our educational development 
just as soon as there were schools grown large enough to have more than 
one teacher. Then it became necessary to appoint a head teacher, or 
principal. This tendency was greatly accelerated in the nineteenth 
century by the growth of grading in the schools. The uniting of the 
primary, intermediate, and grammar grades into a single conunon, or 
elementary, school, for instance, obviously required some over-all 
leadership.^ 

* Burns, J. A., and B. J. Kohlbbenner, History of Catholic Educatian in the 
United Slates, Chap. 8, Benziger Bros., New York, 1937. 

* For a further account of the rise of the graded school, see supra, pp. 395-398, 
423. 
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At first, the principal’s most urgent duties were of an administra- 
tive character. He had to be progressively freed from teaching duties 
BO that he could keep the school records, particularly those on attend- 
ance, and make periodic reports to the school committee or. the board 
of education. Being in charge of the school, he had the further duty to 
safeguard its property and see to it that the rooms were kept clean. 
In addition to looking after school equipment and supplies, it was his 
duty to arrange for recess and to ring the school bell. Over and above 
administrative duties, the principal also had some supervisory ones. 
Here his principal duty was to classify and promote the children in his 
charge. He was also expected to visit and sometimes examine the 
classes in his school. Not infrequently, he was the high court of 
discipline. 

As the nineteenth century gradually' freed the principal from teach- 
ing duties so that he would have time to attend to his administra- 
tive ones, so the twentieth century sought to release him from his 
administrative duties so that he could concentrate more and more on 
his supervisory ones. The normal schools did valiant service in the 
training of teachers during the nineteenth and early twentieth centu- 
ries; but many teachers did not pass through their halls, and those who 
did pa through in all too brief a time. Consequently, much train- 
ing remained to be done after the teacher entered active service. 
Many professional students of education, particularly after the First 
World War, thought that the principal was the most suited to carrying 
on this in-service training of teachers. The coincident rise of psycho- 
logical testing and of fundamental curriculum revision at this time 
greatly added to the demand that the principal devote the major 
portion of his time to supervision. 

Not every principal, however, adopted supervisory functions for 
himself. Many preferred to remain immersed in clerical routine. 
Yet, supervisor or superclerk, the principal was not long in finding out 
that he had an important jurisdictional problem to settle with the 
central-office supervisors, evolved, as already mentioned, to help the 
superintendent carry the tremendous load of his office. Sometimes 
the superintendent exercised his central authority with such exacting 
force that he dwarfed the initiative and importance of the principal as 
a supervisory officer. Sometimes the supervisory suggestions from 
the central office were sabotaged by the passive resistance of the princi- 
pal, who enjoyed the prestige of holding the more ancient office. But 
in any event it was desirable to save teachers the confusion that easily 
arose when the suggestions of the principal and assistant superintend- 
ent or central supervisor conflicted. To avoid such contradictions, it 
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become pretty well settled by the end of the nineteenth century that 
the principal was the administrative and supervisory head of his school 
and that criticism and advice to bis teachers therefore had to pass over 
his desk. . 

At first the principalship could not have ranked very high in 
social esteem, for it was not uncommon in the eighteenth century to see 
vacant principalships advertised. Candidates, when they did present 
themselves, had to stand an examination in academic subject matter 
just as the teachers did. As the principalship grew in professional 
importance, the qualifications rose correspondingly. When a body of 
professional subject matter began to accumulate in the nineteenth 
century, the would-be principal often had to stand an examination on 
that as well. In the larger cities of the twentieth century the princi- 
palship finally took on such prestige that professional requirements not 
infrequently demanded that the principal hold a master’s degree. 

BUPEUVKION 

From the foregoing it is evident that supervisory functions were 
jjerformed by a variety of persons from the seventeenth century 
onward — by selectmen, special %'isiting committees, boards of educa- 
tion, principals, superintendents, and supervisors. In this procession 
of supervisory officers there is also an evident progression from lay 
agents in the seventeenth and eighteenth centuries to professional ones 
in the nineteenth and twentieth. There is lastly some evidence that, the 
more professional the supervisory function became, the more it tended 
to become an independent full-time office in itself. Thus, the trend in 
the principalship was first to free the principal from teaching duties and 
later to release him from administrative ones so that he could give 
more and more time to supervision. In the case of the superintend- 
ency, the trend was either to divide the heavy duties of this office so 
that the superintendent could concentrate on supervision or to give 
the superintendent assistants — assistant superintendents or super- 
visors — who would do the supervising for him. 

In addition to these developments there was one other line along 
which Bup>ervision evolved. This was through the addition of new 
subjects in the curriculum, principally in the elementary school. On 
the whole, the normal schools and teacher institutes equipped teachers 
to teach a fairly conventional curriculum composed basically of the 
three R’s plus some history and geography. Toward the end of the 
nineteenth century, innovations began to appear in this traditional 
curriculum. Music, art, manual training, and physical education 
were the chief subjects to knock for admission. One of the chief 
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obstacles to opening the door to these innovations was the fact that 
few if apy of the regular staff of teachers were or had been trained to 
teach them. To remedy this shortcoming special supervisors of music, 
art, manual training, and phsyical education were appointed. In fact, 
these were not so much supervisors as special subject-matter teachers. 
The need for them tended to pass as the normal schools and teachers 
colleges of the twentieth century enlarged the scope of their training 
to include these new fields. This action, however, did not affect 
general supervision, which, instead of declining, rose to new and greater 
importance. 

The kind of supervision obtaining during the early days, when lay- 
men did the supervising, was largely inspectoral in character. The 
lajrmen appointed to inspect a school for its proficiency usually 
announced their visit in advance. When they arrived, they made their 
visit in the nature of an examination. Either the teacher or the mem- 
bers of the visiting committee called on various children to recite. 
Time being limited and the pupils many, the committee could hope to 
examine, not everyone, but only a sampling of the school. At the 
conclusion of the inspection, the committee made its report to the 
teacher and to the town. 

In the course of time this inspectional visit grew into an annual 
public exhibition. Parents and townspeople attended. When it took 
on this character, however, it soon lost its supervisory usefulness. 
Boston and Quincy were early to recognize this and, as already men- 
tioned, turned to comprehensive WTitten examinations set for the whole 
school system in order to test its proficiency. In New York State, too, 
just after the Civil War, the Regents inaugurated a state- wide system 
of annual examinations — later widely known as the “regents” — in 
order to inspect the progress of public education in that state. 

In the last half of the nineteenth century, another conception of 
supervision began to supplant that of inspection. Supervision was not 
only to evaluate instruction but to tiy to make up its deficiencies. 
The supervisor was to be a teacher of teachers. This conception of 
supervision doubtless took its coloration from the gre.at attention being 
paid at this time to teacher training. Normal schools were in their 
heyday, and educators, drawing on the pedagogical insights of Johann 
Heinrich Pestalozzi (1746-1827) and Johann Friedrich Herbart (1776- 
1841), were almost for the first time beginning to discard the old 
shibboleth that teachers are born, not made.^ Consequently, super- 
visors took great pains to see that teachers understood the educational 
principles of these great leaders. To this end, they instituted the 

' For a fuller account of the normal school movement, see supra, pp. 508-513. 
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Bupervisoiy devices of holding teachers’ meetings, setting up teacher 
institutes, and encouraging reading circles.^ Also, supervisors and 
principals often visited classrooms to conduct model lessons in order to 
acquaint teachers with the new Pestalozzian and Herbartian methods. 

Still aimed at the improvement of instruction, supervision in the 
twentieth century employed a variety of new devices. The rise of the 
scientific-measurement movement kindled in supervisors the expecta- 
tion of being able to get an exact measure of the effect iveness of teach- 
ing as well as of the effectiveness of learning. With the precise strong 
and weak points of a school system indicated, they would know just 
where supervision was most needed. Furthermore, supervisors tried 
to engage teachers in research projects in the hope that carrying a 
project through to completion would increase the teacher’s grasp on 
his teaching problems. Later, after the First World War, they used 
the movement for fundamental curriculum revision as a similar means 
of subtle supervision. By making curriculum revision a concern of 
the teacher as well as of the superintendent and his staff, they hoped 
definitely to upgrade the quality of instruction in the schools. 

But the devotees of science, who w'ent so far as to claim that super- 
vision itself had become a science, seem to have overreached them- 
selves just as they contemporaneously did in claiming that the aims of 
education could be scientifically determined.^ A critical review of the 
literature on which a science of supemsion might have been based 
revealed that very little of it could properly be called scientific and that 
that little had only a limited applicability.’ The resulting deflated 
but undiscouraged attitude toward the role of science in supervision 
led to more attention again to supervision in the light of educational 
principles and to more flexible allowances for individual personal 
factors. 

Supervision at each stage of its development involved intimate 
personal contacts with teachers, which required the utmost in tactful 
management. Principals, superintendents, and supervisors were con- 
stantly presented with the problem of whether to give the teacher a 
considerable measure of freedom to work out his own pedagogical sal- 
vation or to use their authority to press for the realization of the 
educational program of the central administration. Perhaps, on the 
whole, down to the First World War supervision inclined toward 

* For a fuller account of teacher institutes and reading circles, see supra, pp. 
508, 524. 

’ Supra, pp. 17-18. 

• Gambbiu., B. L., “A Critical Review of Researches in Supervision, ” Educa- 
fionoi AdminiOralion and Supervision, 16: 279-289, April, 1929. 
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the latter technique, for, soon after the conclusion of the war to make 
the world safe for democracy, there was considerable clamor for the 
democratization of supervision. As a result, some supervisors under- 
took the role of "consultant.” Instead of pressing their views on 
teachers, they let it be known that their skill and experience were 
available to teachers on request. 

SCHOOL BVILDINOS 

The sociological condition of rapid population growth, particularly 
in our cities, called educational administration into being not only to 
supervise the educational program of a graded system of schools but 



Floobflax of Eabi/Y Colonial Schoolroou 
Kotc continuous desk around outside wall with benches, consequently, facing win- 
dows. See picture on page 303. 

also to supervdse the housing of the rapidly increasing school popu- 
lation. Down to the nineteenth century relatively little attention had 
been given to this problem. During the long century preceding, 
schools were rarely held in buildings sp>ecially designed for educational 
purposes. In ancient days they sometimes found an abode in temples. 
In some places schools met on porches. The Stoics, indeed, took their 
name from orod, the Greek word for “porch,” because they made a 
habit of holding their school on a particular porch. Roman schools 
often met on a veranda and also in a tabema, which was nothing more 
than a "lean-to” off the street. In the Middle Ages, schools fre- 
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quently found shelter in the church. Many schools of the seventeenth 
and eighteenth centuries both here and abroad were held in the home 
of the master or in some building rented for the purpose. 

When it was necessary to build schoolhouses in colonial America, 
there was an unfortunate tendency to locate them on wasteland or at 
some dusty crossroad. The boxlike buildings located on these plots 
were often dingy and inadequate. Ceilings were low; ventilation was 
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bad; lighting unsatisfactory; heating uneven; and sanitary arrange- 
ments often unmentionable. The equipment inside was generally 
of the rudest sort, children, for instance, having to sit on benches with- 
out backs. All these conditions were later frequently aggravated by 
the fact that the conununily had x)ermitted the schoolhouse to fall into 
a state of disrepair. Knowing conditions at first hand from wide 
travel, Horace Mann declared that many buildings were unsuited for 
a decent family to live in. 

Both Mann and Barnard made it a special objective of state educa^ 
tional administration and supervision to try to improve the condition 
of school buildings. In fact, one of Barnard’s chief claims to fame is 
his authorship of the first outstanding book in this country on school 
architecture.* In this volume he went into great detail about the 
location of school buildings; their size and style; materials and method 
of construction; their lighting, heating, and ventilation; seating 
accommodations; provisions for library and apparatus; and external 
arrangements for a schoolyard. 

The earliest American building, erected specifically for school 
purposes, usually incorporated in their design the pedagogical notion 

‘ Babnaro, II., School ArcJiitecture, A. B. Barnes & Co., New York, 1848. 



EDUCATIONAL ADMINISTRATION AND SUPERVISION 695 


of an ungraded school. Here all the children were gathered together in 
a single room, and the teacher’s method was to call individuals or small 
groups up to his desk to hear their lessons. A single large room usually 
satisfied the simple demands of such a theory of education. 

The Lancasterian scheme of instruction, when it came into vogue, 
made no notable change in this architecture. The distinguishing 
feature of the Lancasterian method, it will be remembered,^ was that it 
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enabled a single teacher through the employment of monitors to teach 
large classes of children niinil)ering in the hundreds. The only addi- 
tional demand this method made on conventional school architecture 
was to increase the dimensions of the schoolroom to the virtual propor- 
tions of a hall. In order to give the teacher a commanding view of his 
whole class, it was necessary either to raise the teacher on a platform 
or to build the floor of the school on an inclined plane. 

The next pedagogical notion to affect school-building architecture 
was that of grading. The graded school required individual rooms for 
each grade. But, even before the notion of grading became popular, 
school buildings with multiple rooms were beginning to appear. 
Occasionally, ungraded schools grew large enough for the teacher to 
require an assistant, or “usher,” as he was called. In planning the 

‘ For B longer account of this method, see supra, pp. 217-219. 
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accommodations for such a school it became customary to provide one 
or two small rooms off the main schoolroom where the ushers could hear 
lessons without disturbing what was going on in the main room. 
Probably the Quincy School in Boston was the first school building 



Floob Plan or thjd Quincy Bchool 
The total floor apace for the first time is devoted to individual claasroomB. 


prominently featuring the principle of grading. This building, 
erected in 1847, was four stories tall and had twelve classrooms with a 
total capacity of 400 to 600 students. Here every room was an 
usher’s room, so to speak, only much enlarged. The former large main 
classroom was relegated to the top floor, where it became an audi- 
torium. This type of school architecture proved very popular, many 
examples remaining still standing in the twentieth century. 

By 1900, innovations in the curriculum began to demand speciali- 
zation in the classrooms popularized by the Quincy type of building. 
Thus, in addition to regular classrooms for drill and content subjects, 
there was need now to design rooms for the newer expression subjects. 
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Special rooms were needed for kindergartens, manual training, and the 
domestic and fine arts. Emphasis on music and dramatKS gave a new 
importance to auditoriums, which had tended to disappear even from 
the Quincy type of schools. The rise of gymnastics and athletics 
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required the addition of gymnasiums to the school plant. And the 
inclusion of vocational education as part of the school's task made nec- 
essary the addition of shops. Finally, specialization became the rule 
not only in the design of individual classrooms but in whole school 
buildings as well. Thus, elementary schools were designed differently 



(Reproduced by courtesy of The Bruce IhibUshing Company, Milwaukee) 

from secondary, technical and commercial high schools from academic, 
and schools for cripples from schools for normal children. 

The greatest economy of space and materials in constructing so 
diversified a school building was found to be some form of a central 
corridor with classrooms on either side. Tliese central corridors were 
most frequently laid out in the shap>e of the letters E, H, I, L, T, and 
U. This permitted growing communities to accommodate increases 
in school population by merely adding onto the outstretched arms 
of these latter shapes, which was not so easy with closed letters or 
block-shaped buildings. Even so, many fast-growing communities 
found it difficult to keep their school-building programs abreast of 
population increase. Gary, Indiana, tried to solve this lag by an 
ingenious method for the intensive use of the existing school plant. 
According to this plan a given school population was divided into 
tw'o platoons — whence the name “platoon plan.” For part of the 
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Bchool day one of these platoons used the academic classrooms, 
-while the other platoon used such activity rooms as the shops, 
gymnasium, and auditorium. For the other part of the school day 
the platoons exchanged facilities. But the significant feature of the 
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plan was that no facilities were ever idle. The school plant was in 
nearly 100 per cent use all the time.* 

The twentieth century also witnessed a number of other improve- 
ments in school architecture. Brick and cement, for instance, became 
the principal building materials, wood having largely gone out with 
the nineteenth century. Central heating plants were installed, sup- 
planting individual heating units for each room. Schoolroom lighting 
progressed from multilateral in the nineteenth century to unilateral in 

' Case, R. D., The Platoon School in America, Chap. 2, University Press, 
Stanford University, Calif., 1931. 
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the twentieth. Furthermore, rooms came to be constructed according 
to a scientifically determined ratio between window and floor area. 



School equipment also made a number of notable advances in the 
transition from the nineteenth to the twentieth century. From bare 
benches children had come to enjoy the comparative luxury of seats 
with backs. From seats and desks designed for two, they had pro- 
gressed to individual seats. While for long these individual seats and 
desks remained screwed to the floor in fixed rows, the coming of pro- 
gressive education with its greater emphasis on freedom finally led to 
movable equipment. Other conveniences, such as cloakrooms for the 
children and closets for the teacher, so conspicuous by their absence in 
the colonial schoolhouse, also arrived in due course. 

In the hundred years following the publication of Barnard's 
epoch-making book, the exteriors of school buildings took on a variety 
of architectural contours. For the most part, they followed the modes 
of the changing times. Some early school buildings copied church 
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architecture. Steeples with or without school bells attest to this 
model. Other schools adapted the classical lines of Greej^architecture. 
In the post-Civil War period school buildings became very gatidi and 
ornamental. By the twentieth century, however, functional design 
was the rule, resulting in simpler and more impressive looking school 
buildLugs. 

Not only did the church have an influence on the early external 
design of school buildings, but its Protestant branch made one unique 
contribution to interior floor plans for Sunday school buildings. Firet 
developed in Akron, Ohio, during the nineteenth century, this novel 
architecture became known as the “Akron type” and long remained 
standard for Protestant Sunday schools. Religious education at this 
time, it will be remembered,* was just beginning to make a transition 
from centering in the evangelical experience of conversion to stressing 
more strictly educational procedures. The Akron type of Sunday 
school architecture made an ingenious combination of these two theories 
of religious education. The central feature of its floor plan was a large 
assembly room surrounded by classroom alcoves each leading directly 
off the main assembly. By using curtains or folding partitions these 
alcoves could be either closed off by themselves or thrown open 
and incoiporated into the main assembly. This design greatly 
facilitated the contemporarily popular uniform-lesson plan and also 
lent itself to the later graded-lesson plan as weU.* The Akron type 
of Sunday school building will thus be seen as a unique combination 
of the old large classroom with the newer type of graded classroom. 

EDUCATIONAI, PHILANTHROPY 

School buildings and the instructional programs they house have 
invariably necessitated some kind of financial outlay through the ages. 
During most of educational history the chief source of financial support 
for education was private. Usually this source was the private purse 
of the student or his family. But few were the private purses that 
could foot the instructional bill without assistance. Consequently, 
the major problem in the history of educational finance has been how to 
mobilize fiscal resources so that the needy as well as the affluent might 
benefit from the blessings of education. 

One of the earliest means for making educational opportunities 
generally available to more than just the economically self-sufficient 
was a charitable gift for the support of education. The difficulty with 

' For a fuller account of the religious education of the time, see tupra, pp. 338- 
339. 

' For a fuller account of these lesson plans, see supra, pp. 337-338. 
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this sort of support, however, was its frequently iiregular and fluctuat- 
ing character. The charitable support of education took on more 
stability when, as in the case of the chantries already mentioned, 
bequests were made in the form of trust funds. Here with good 
management a school could count on a more or less steady income from 
the principal of the trust for an almost indefinite length of time. 

Many schools were founded in this way during the Renaissance in 
Europe. Owing to frontier conditions, which delayed the accumula- 
tion of great fortunes, educational trusts or foundations appeared 
somewhat late in America. NevertheleBB, all through the seventeenth 
and eighteenth centuries in America there was a steady, if relatively 
small, flow of philanthropic gifts toward grammar schools, academies, 
and colleges. In the nineteenth century the size and number of these 
benefactions increased enormously, particularly in the field of higher 
education. As men succeeded in tapping the vast resources of the 
country, fortunes accumulated that, toward the end of the century, 
made possible the princely endowments leading to the founding of 
such distinguished seats of teaming as Johns Hopkins, Stanford, and 
the University of Chicago. Higher educaiion continued into the 
twentieth century to enjoy this lavish philanthropy, checked only by 
increasingly heavy income and inheritance taxes. 

The conclusion of the Civil War also witnessed the rise of another 
type of tmst foundation whose object was neither solely nor even 
primarily to subsidize teaching directly but rather to supplement and 
assist already established institutions of education. The first of these 
great foundations was that established by George I’eabody three years 
after the conclusion of the Civil War. In making his betiuest of 
$1,000,000 he directed the trustees of the fund to use it for the encour- 
agement of education in the more destitute portions of the southern 
states. Fifteen years later John F. Slater established another $1,000,- 
000 foundation to promote education among the population emanci- 
pated by the Civil War. Other foundations followed, being topped in 
the twentieth century by John D. Rockefeller’s magnificent gift of 
over $40,000,000 to set up the General Education Boai'd and of an 
approximate majestic sum by Andrew Carnegie to establish the 
Carnegie Institution and the Carnegie Foundation for the Advance- 
ment of Teaching. 

The support of education through trust funds did not continue 
without opposition. As early as the eighteenth century, anxiety 
was expressed at the posthumous control over education that such 
trusts lodged in the hands of donors and testators. What guarantee 
was there, people inquired, that educational objectives judged worthy 
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of endo'winent in the donor’s or testator’s lifetime would continue to 
deserve this support in the next and succeeding generations? The 
Frenchman Turgot and the Englishman Adam Smith both had little 
confidence in human ability to predict the needs of those coming after 
them. Indeed, Smith was of the mind that tfie curriculum would be 
kept more vital and responsive to current social demands if deprived 
of the crutch of ancient endowment. In the next century another 
Englishman, John Stuart Mill, made a strong plea for protection of 
educational trusts for at least a reasonable time after the date of the 
gift, for, as he said, only time and experience can judge of their 
wisdom. 

As a practical matter of fact, these arguments had their principal 
significance in the case of educational endowments with relatively 
narrow and restricted purposes. When such endowments patently 
outlived their usefulness, it was necessary to appeal to courts and 
legislatures to step in and either curtail or redirect them. Bearing this 
history in mind, most of the great foundations, just mentioned as 
springing up in America during the late nineteenth and early twentieth 
centuries, took special pains to guard the public interest. This they 
did by providing in their trust deeds either for the termination of the 
trust fund in a stated length of time or for the grant to the trustees of 
very wide latitude in the choice of purposes for which the trust funds 
were to be disbursed. 


PITBLIC SCHOOL FINANCE 

While philanthropy proved of inestimable value in the impetus 
that it gave to .\merican education, its influence was felt more in the 
development of leadership than in bearing the financial burden of the 
democratic education of the masses. To be sure, it was philanthropy 
that had helped pioneer the idea of public education through such 
early agencies as the New York Free School Society, but the funds 
involved were entirely insufficient to reach any but a very small per- 
centage of the potential school population. The v'ast sums needed for 
universal education did not become available till the public was won 
to taxing itself. The public, however, did not come to such self- 
imposed discipline till it seemingly had tried every other possible way 
of supporting schools with less eSort. 

The earliest so-called "public” schools of colonial America were 
mainly supported, not by taxes, as is sometimes thought, but by a 
“rate bill.” The expenses of maintaining a school were defrayed by 
applying to them any income the community might have from public 
lands set aside for the purpose or from any gifts made to the community 
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for the benefit of the schools. Any appropriation from the "common 
stock” for the aid of the schools also went toward this initial defrayal 
}f expenses. The amount of expense remaining after these reductions 
was prorated according to the number of children attending school. 
Each parent or patron of the school then received a rate bill determined 
according to the number of children he had in school. Rate bills of 
this sort dominated methods of school support all through the colonial 
period and well down into the nineteenth century. MassachusettB, 
in fact, did not give them up tiU 1827, Indiana till 1851, and New Jersey 
not till as late as 1870. 

Various other sources of public income were also used to keep the 
rate bill down. Such were monies derived from amusement taxes and 
liquor licenses. So, too, were fines and escheats. Some states, indeed, 
were not above the moral incongruity of authorizing lotteries for the 
support of schools. But the returns from these sources never seriously 
threatened to eliminate the rate bill. 

As time went on and as land-hungry people moved westward with 
the frontier, the public learned that the cheapest and easiest way to 
reduce the rate bill was through the sale of the country’s vast public 
domain. Connecticut was one of the first states to sense possibilities 
here. By the sale of its claim to the Western Reserve of Ohio it netted 
the handsome figure of $1,200,000, which, five years before the end of the 
eighteenth century, it constituted as a piermanent school fund. This 
generous endowment should have made Connecticut schools the best 
in the country; but, strangely enough, the quality of education 
actually declined from the blight of this wealth. Excellent manage- 
ment of the principal of this fund produced an income so large that by 
approximately 1820 many communities disi>en8ed with local support 
and thus reduced the total outlay for schools or, worse yet, curtailed 
their regular educational program so that it could Iw paid entirely out 
of the state subsidy. Not till Henry Barnard became active did 
Connecticut begin to arouse itself from the financial lethargy into 
which its afiluence had lulled it. 

Other states soon followed with permanent school, or “literary,” 
funds, as they sometimes were called. While none of these states 
repeated Connecticut’s experience, nevertheless they suffered other 
temptations. Nowhere was this more evident than in the newer 
western states carved out of the public domain. There the state 
permanent school funds came about as the result of the largess of the 
Federal government. Commencing with the Ordinance of 1787, the 
Federal government embarked on a policy setting aside the sixteenth 
section of land in every township of the Northwest Territory for the 
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support of Bchoob. This policy was confirmed and made even more 
generous as Federal territories were admitted to statehood. Some 
idea of the ultimate magnitude of the landed endowment thus provided 
by the Federal government may be gathered from the fact that in the 
thirty states so endowed it amounted to a total of 121,110 square 
miles.' This was almost equivalent to giving each of the thirty states 
a landed endowment the size of the state of Connecticut. 

Unhappily, public education failed to benefit to the full from 
even this magnificent endowment. Unlike Connecticut, however, the 
middle-western states failed by reason of dissipating their heritage. 
Some states discounted the future growth of the country too heavily 
and sold their reserved lands much too cheaply. Other states made 
poor investments of the proceeds derived from the sale of their lands. 
Still others squandered their permanent school funds by borrowing 
from them and then later repudiating the indebtedness. Some of these 
misfortunes occurred because these youthful states were inexperienced 
in administering such public trusts. But other states repeated some 
of these mistakes in spite of the fact that they had before them the 
experience of older states. 

Some states tried to make amends for their mismanagement or 
misdeeds by recognizing the amount of their lost endowment as a 
perpetual debt of the state treasury upon which the state pledged itself 
to raise annually by taxation the equivalent of the interest on the lost 
funds. Some states even wrote this debt do'wn on their books as a 
permanent endowment. Of course, this latter procedure was entirely 
fictitious, for the interest paid to the schools came, not out of sound 
interest-bearing securities that would reduce or supplement taxation, 
but directly out of taxes. This -was therefore not an easing but an 
increasing of the burden of taxation. 

It is only small comfort to minimize this loss of endowment by 
pointing out its decreasing importance in the financing of American 
education. Of course, accurate early statistics do not exist ; but if one 
started about 1820 in Connecticut with an estimated high of 100 per 
cent as the proportion of school costs defrayed by income from per- 
manent endow'ment — at least in many Connecticut school districts — it 
is almost startling to note that by 1920, just a hundred years later, this 
percentage had fallen to 2.7 os an average for the whole United States. 
Being stated in percentages, this decline is, to be sure, relative and 
therefore could just as well be stated as an enormous growth in school 
costs in this period of a hundred years. 

‘ SwiPT, F. H., Federal and Stale Polieiee in Public School Finance in the Vnitof 
Slalee, p. S9, Ginn and Company, Boston, 1931. 
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Viewed from either the angle of growth or the angle of decline, this 
situation meant just one thing financially. Vast new resources would 
have to be found to satisfy the country’s voracious appetite for educa- 
tion. Gone were the days when the public could meet its educational 
obligations in the easy fashion of sending a rate bill to the private 
family or shifting a large part of the cost onto the back of bountiful 
mother nature. Indeed, before the middle of the nineteenth century 
had been reached, the public was at last resolutely facing the need for 
taxing itself for the greater part of the cost of public education. 

Public taxes for schools were not altogether new at this time, taxes 
having long been levied in states like Pennsylvania for the support 
of pauper schools. But, of course, taxes for the Bujjport of schools for 
all, rich and poor alike, had much wider implications both ethically and 
financially.' The public, fully aware of these implications, eased itself 
into the yoke of taxes very gradually. It tested the feel of this new 
gear at each step before putting on the full harness of taxation. Thus, 
states often inaugurated taxes for education by making them permis- 
sive. People of a locality willing to tax themselves for schools were 
permitted to do so. Later, states made it a local option whether 
everyone should not be so taxed. In the final stage, legislatures made 
school taxes mandatory on a state-wide basis. 

The Catholic parochial school system, long dependent on private 
tmtion fees for its support, was quick to feci the competition of public 
schools when tax support relieved parents of the expense of the rate bill. 
To meet this competition, the Third Plenary Council of Baltimore in 
1884 advocated that parochial schools be made free by making them 
a charge on the whole parish and not just on the patrons of the school. 
In the succeeding decades, however, few parishes proved large or 
wealthy enough to shoulder this burden. Hence, Catholics had to 
continue to pay tuition fees for their own schools while at the same 
time they paid taxes for the support of public ones, a kind of double 
taxation from which they and the patrons of other private schools 
long have sought to be relieved. 

Once the public had become accustomed to taxing itself for schools, 
it turned its attention to problems growing out of this relatively new 
method of school support. Chief among these problems was how to 
make a more equitable distribution of educational opportunities in the 
face of the fact that taxable wealth was unevenly distributed. At first, 
during colonial and early national times, while the country was still 
largely agrarian, mequities in the distribution of wealth were not nearly 


‘ For the growth of free public education, see tupra, Chap. XVII. 
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BO conspicuous as they became later during the era of rapid industriali- 
zation. When land with its buildings, equipment, an(^ livestock was 
the principal form of wealth, most wealth was easily visible and what 
one man had did not differ greatly from what his neighbor possessed. 
With the spread of the Industrial Revolution, however, in the late 
nineteenth and twentieth centuries the concentration of industries in 
urban areas tended to make urban and industrial real estate far more 
valuable than that in rural districts. Furthermore, the wealth of 
industries came to be represented not so much by the land they owned 
as by the less visible and more easily concealed intangible property of 
stocks and bonds. Obviously, great inequities were in the making for 
schools. School authorities who could locate industrial wealth within 
their taxing area clearly had far greater financial resources at their 
command than did those who could not. This resulted in what many 
thought were unwarranted and inequitable differences in educational 
opportunity for the nation’s youth. 

Two principal remedies were proposed in the twentieth century to 
correct these inequalities. One was to change the form of the school 
tax. Fur centuries, the school tax had been a tax on real estate. In 
agrarian times this tax seemed adequate enough. In the industrial 
era, educators began to look ^^1th longing eyes at corporate and income 
taxes that would tap the vast new intangible forms of wealth for the 
benefit of the schools. Others, frightened by the fluctuating character 
of this kind of wealth, as revealed during the great depression following 
1929, still iireferred the real-property tax, which, if it did not produce so 
large a revenue, at least produced a stable one. 

The other remedy to equalize educational opportunities was to 
enlarge the geographical size of the fiscal unit. In no other way, 
indeed, would it be possible to achieve the ambition of Robert Coram, 
an American patriot of the eighteenth century, that rural areas should 
have just as good schools as the seaport towms. Later, of course, in the 
next century both Horace Mann and Henry Barnard were only too 
painfully aware of the gaping inequalities between school districts in 
their ability to supi>ort education. In the long run, what was true of 
districts was equally true of the not much larger town and township. 
Financial assistance from an administrative unit at least as large as the 
state seemed to be indicated. New York was early in the field with 
such assistance. At the very end of the eighteenth century for a 
period of five years it offered a subsidy for local schools on the main 
condition that the locality match the subsidy with an equal appropria- 
tion. Less than half the towns of the state applied for this aid. In 
the next century, however, with the establishment in nearly every state 
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of permanent sdiool funds, state subsidies to local schools became much 
more popular and frequent. 

At first, states did not make these subsidies with the idea primarily 
of equalizing educational burdens or opportunities. On the contrary, 
the first motive that prompted these subsidies was, as noted in the case 
of New York, to stimulate local initiative. Equally important, no 
doubt, as in the case of Connecticut, was the desire to relieve the burden 
of school support resting on the local community. The deplorable 
effects to which this imlicy led in Connecticut have already been 
pointed out. It is no surprise, therefore, that the New York policy 
had a more enduring influence on the subsequent course of state educa- 
tional finance. Later, when, as a result of the efforts of Maim and 
Barnard, the state interest in education became more generally 
recognized, the theory was advanced that state financial subsidies 
were to pay for the new services of state educational administration 
and supervision. Not till the twentieth century did the custom take 
hold of spending state educational funds so as to equalize disparities 
between localities. In some places, this custom grew up to compensate 
■a locality that had a special deficiency as, for instance, a large amount 
of nontaxable property within its confines. In other places, as in 
Colorado, it grew up as a means of enabling poor communities to meet 
a minimum educational standard laid down by the state.* 

Even before equalization became the main guiding purpose of state 
aid for education, states were confronted with the necessity of finding 
some equitable basis for the division and distribution of the state school 
fund. One of the earliest devices employed called for distributing 
this fund in proportion to the adult population in the various communi- 
ties. This device proved unsatisfactory because it was only a crude 
measure of the educational burden borne by each community. A later 
and more refined device, therefore, proportioned the state school fund 
according to the school population in each community. Yet, even 
though this formula was incorporated into some nineteenth-century 
state constitutions, it was capable of still further refinement. Not all 
the children listed in the school census, for instance, were in school; 
and those who were, were not alwa3r8 in regular attendance. More- 
over, the educational burden of two communities with the same num- 
ber of children in average daily attendance might still vary by reason 
of having school terms of different length. In the twentieth century, 
even more precise measures of educational load were sought through 
taking into account the number of teachers employed relative to the 


‘ For equalization as a national trend, see supra, p. 66. 
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number of pupils and the level of salaries paid to teachers, the two 
largest determinants of school budgets. 

In spite of the great attention paid to state financial aid for educa- 
tion and in spite of the great stake that democracy obviously had in the 
equalization of educational opportunity, after 1890 there was a long 
downward trend in the proportion of total school costs borne by the 
state, a trend that was not checked till just before our entry into the 
Second World War. In 1890 the total state contribution amounted to 
nearly 24 per cent, while in 1925, just before the great depression, this 
contribution had steadily fallen to less than 17 per cent. This decline 
occurred despite the fact that state appropriations rose steadily in 
every decade except the one following the depression of 1929. Hence, 
on the whole it meant that total educational costs themselves were 
rising at a more rapid rate than were state appropriations. 


Statisticai. SnifMAST or FivaNciai. Data on American Eleiibntabt and 
Secondary Schools, 1870 - 1940 * 
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1800 j 

j 1000 

1910 

1820 
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Total population* 
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75.6 
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21,4 

24 2 

1 27.7 

31.5 

29.8 

Children in average daily atlendaneo* 

4.0 

8.1 

8.1 

10.61 

1 12.8 

16.1 

21.8 

22.0 

Average echool term* I 

!l32.2|l30.a 

134.7 144. 3| 

157.5 

: 1616 

172.7 

175.0 

Number of eohoolhouaee* 1 

liie.SiiTs.ij 

: 224. 5,348. 21 

265.41 

: 271.3' 

1 247.2 

226.7 

Value of eohool property.* 

130.3, 

200.6 

342.5 

550.0 

1,001. 02, 400. 7;6, 211. 3| 

7,635.1 

Revenue reoeipU from* 





j 







7 7 
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1 27.5 

23 1 




26 a 

37 8 

64.6 

134 2 I 

1 328 3 

658.9 




! 07.2 149.41 

' 312.2 

1 758.b!i.645.bI 

1 ,400.4 




11.9 

23.2 

42.1 

' 50. 0| 

66.0 

68.0 

Per eent of revenue derived from 












5.4 

4.2 

3.2 

2.7| 

1.3 

1.0 




18.4 

17.2 

14.0 

13. b! 

15.6 

20.2 




67.0 

68.0 

72,1 

78.2' 

78.8 

65.0 




8.3j 

1 

0.8 

6.3 

4 . 1 ' 

3.0 

Total expendituree for all purpoaee* 

63.3 

78.0 

140.5 

214.0 

426.2 

1,036.1 

2,316.7 

2,344.0 

Total eipenditurea per capita of 


1 






1 

population* 

1.6 

I ^ ^ 

2 . 2 ! 

2.8 

4.6 

0.8' 

18 8| 

17.7 

Total expenditure per pupil in aver> 

1.5. J 

1 







age daily attendance* 


j 12.7 

17.2 

20.8 

33.2 

64.1 

108.4 

106.7 


* Adapted from Uoited Steiee Biennial fiurve/ M E^uoatioo, U,3» Otiee 0 / £d««caCM»fi» BuUMin, 
1089-lMO, vol 3. Chap. 1. pp. 36-27. 

* Stated in miUiona. 

* Stated in daya. 

* Stated in thouaanda. 

■ Stated in fwininM of ddlara. 

* Stated in doUan. 

Some idea of the stupendous growth in school costs can be gained 
from the fact that, while the educational tax bill of the country was 
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approximately 963,000,000 just after the Civil War and had reached 
only $140,000,000 in 1890, it shot up to $1,036,000,000 by the end of 
the first World War and reached a high of $2,316,000,000 in 1930 just 
before the depression drastically curtailed educational expenditures.* 
This means that the financial outlay in education increased 1,600 per 
cent between the Civil War and The First World War, 700 per cent 
since 1890 alone, percentages that were phenomenally more than 
doubled in the decade of 1920 alone. It is small wonder, therefore, 
that state appropriations, though they themselves rose more than 
1,200 per cent before the depression, nevertheless steadily decreased 
in their share of total costs defrayed till the depression forced them to 
bear a proportion greater than in 1890. 

A number of reasons account for this prodigious growth in school 
costs. One basic underlying cause was the fact that since the Civil 
War the country’s population more than tripled. While the number 
of children of school age little more than doubled during this period, 
the number in average daily atUmdance quadrupled. Compulsory- 
attendance legislation largely accounted for this situation. While 
less than half the states had such legislation at the end of the nineteenth 
century, all of them had it by the end of the First World War. Not 
only did eompulsory-atiendan(!e laws bring more children into school 
and keep them there regularly, but the phenomenal growth of high 
schools, which coincided wth this period,* kept them there for more 
years than ever before. The curriculum offered in the schools, more- 
over, was greatly enriched during the period under consideration. 
Parallelling all these other evidences of growth was a steady rise in the 
professional qualification of teachers, which necessitated liigher and 
higher salaries.’ Last but far from least in the factors pushing school 
costs ever upward was the rising cost of living due in part to the 
depreciation of the purchasing power of the rloUar following the credit 
expansion necessitated by the First World War. 

The phenomenal rate of rise in school costs not only outstripped the 
rate at w'hich state appropriations for education were rising but also 
tended to outstrip the slow rise in assessed property values.’ This 
made the problem of lo(!al school support doubly Wd. The local 
community not only had to bear an increasingly large portion of school 
costs but had to do so on an assessed valuation that was falling further 


‘ For the iufluence of depreasions on education, see aupro, pp. 7&-80. 

* For a fuller account, see supra, pp. 435, 557-660. 

‘ For a fuller account, see supra, pp. 532-533. 

‘ Burgess, W. R., Trends of School Costs, p. 123, Russell Saee Foundation, New 
York, 1920. 
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and furtlier behind. This meant only one thing, an increase in the 
tax rate. On this, boards of education frequently clashed with aider- 
men, town councils, and boards of finance. To meet their obligations, 
some boards of education in the twentieth century sought fiscal inde- 
pendence from these municipal authorities. Yet whether fiscal 
independence or fiscal dependence resulted in more efficient educational 
administration remained a moot point during the first half of the 
century. In any event, the financial management of the school 
enterprise became so technical a matter during this time that the 
curriculum for the professional training of superintendents came to 
give a large share of time to it. 



CHAPTER XIX 

THE SCHOOL AND PROGRESS 

There hae been hardly a modem society, autocratic or democratic, 
that has not laid great store by its schools. Some have valued the 
schools as a means of lifting the young, as through a series of locks in a 
canal, to the existing level of adult experience. A few have proposed 
the idea of using the schools to raise or redirect the level of adult 
experience itself. What should be the function of the school in this 
situation? Should the school merely attempt to reproduce current 
society, or should it endeavor to purify and reconstruct it? In answer- 
ing this perennial question much will depend on a further increasingly 
persistent query, how much freedom, chdl or academic, should teachers 
be permitted in selecting the social point of view from which they do 
their teaching? But, whether or not the school is expected to be the 
lever of social advance, what has been its record of educational progress 
within its own four walls? 

PBUllTIVE CONBERVATIBU 

Down to the time of the Greeks education was definitely reproduc- 
tive or conservative in character. It was traditional. In the literal 
meaning of the term “traditional,” it had been a handing over, a pass- 
ing on, of the race expenell^, from the older to the younger generation. 
Education was the agency of social conservation. That education was 
conservative means, not that it w'as reactionary, but merely that it 
preserved what mankind had learned through the hard school of 
experience. Indeed, without conservation and communication of the 
individual’s experience — ^that is, without education — there would have 
been no society whatever, either in any one epoch or down through the 
ages. 

It is not difficult to understand why the early school took a con- 
servative view of its relation to society. The conditions of living were 
so severe that social survival was always an issue. To survive, let 
alone to keep from slipping back to a more precarious form of living, 
the bare reproduction and transmission, or tradition, of the race 
experience not only was a minimum educational program but often 
required a maximum educational effort. If education reproduced a 
society with as much security as had been known in the past, people 
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vero content. Certainly, this state of affairs was preferable to the 
jeopardy involved in teaching variations from tradition whose outcome 
might be as likely to wipte out as to extend the gains of the social 
experience. 

BASIC THEORIES OT THE RELATION OF SCHOOL AND BOCIETT 

. The first notable change in this relation between school and society 
took place among the Greeks. In the period when Greek civilization 
was reaching the highest pinnacle of its fame, a fundamental change 
occurred in the underlying conditions of Gmk life,. The Greeks came 
to enjoy an economic prosperity and security hardly known up to that 
time. This prosperity and security, drawn from commercial success 
in the Aegean and eastern Mediterranean, greatly mitigated the pre- 
cariousness of the Greek standard of living. Greek society could afford 
to wink at deviations from traditional educational stereotypes. 
Indeed, commercial expansion actually seemed to invite educational 
innovation, for with foreign merchants of goods there came to Greece 
foreign merchants of ideas as wdl. The conflict and compaiison of 
traditional Greek ideas with foreign ones .set the Greeks to pondering. 
Which set of traditions or folkway's was right? At no point was an 
answer to this question more urgent than in the field of education. 
There the burning question was whether to continue to educate the 
young according to familiar Greek traditions and folkways or whether 
to alter educational patterns in the light of new ideas emerging from 
reflective contact with foreign cultures. 

It is to the credit of Plato (427-347 b.c.), preeminent among 
philosophers of all time, that he early saw how' this educational 
problem might be turned to social advantage. Prior to his time,' 
improvement in the quality of education had been merely an expression 
of dissatisfaction with the state of ignorance, immaturity, or lack of 
skill of the young. Plato’s educational ideals, however, were the 
outgrowth of dissatisfaction with existing social conditions. There- 
fore, he thought that the improvement of education depended in the 
first place on improved social conditions. Consequently, at the out- 
set of his greatest educational work, The Republic, Plato was at con- 
siderable pains to describe the characteristics of an ideal society. If 
this ideal was to be realized through education, the school’s duty 
was not just the simple one of reproducing age-old traditions with their 
inherent maladjustments but the more complex one of progressively 
bringing the ideal society into existence. In other words, the school 
was to be the perennial means of social regeneration. 

The scheme of The Republic, however, was only a scheme. The 
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Greeks never adopted it as a practical educational program. If 
anything, the bulk of the Greek populace preferred educational practice 
that was conservative. The chief indictment they lodged against 
Socrates (469-399 b.c.) when they brought this great teacher to trial 
was that he was unconventional and therefore had taught disrespect 
of the gods. Yet all that Socrates had tried to do in his teaching was 
to improve life by examining and criticizing the principles on which it 
was lived. To raise doubts, however, was considered to be disrespect- 
ful. In reality, the trial of Socrates was the method the Greek popu- 
lace took to insist that education conform to the social order. Even 
Plato came to incline toward this point of view when late in life he 
wrote his Laws. 

The conservative theory of the relation of the school to the social 
order, however, did not Lack a theoretical apologist. No less a one 
than Aristotle (384-322 b.c.), Plato’s student and critic, adopted thi.s 
view in contrast to Plato. Instead of trying to reconstruct the social 
order through education he took the liew that education should seek to 
maintain the sicUus quo. Whether the go^•emmcnt of a society is 
oligarchic or democratic, he wrote in his Politics, “A given constitution 
demands an education in conformity trith it; for the maintenance of 
any constitution, like its hrst establishment, is due, as a nile, to the 
presence of the spirit or character proper to that constitution. 

In the long chain of centuries following these two great thinkers, 
the writers of utopias generally patterned their views on education 
after Plato.’ The writers of more practical cdur-.itional treatises, how- 
ever, to say nothing of the overwhelming weight of practice itself, 
followed Aristotle. Quintilian (35- 100), foremost among Roman edu- 
cators, for instance, when he wrote on tlie education of the orator, 
W'as creating neither a new education nor a new political ideal. Rather 
had he in mind the, Roman lawyer or statesman of liis day. Similarly, 
when during the Renaissance the Italian Castiglione (1478-1529) wrote 
The Courtier and the Englishman Elyot (1490-1546) wrote The Book 
Named the Governour, neither was thinking of a new educational proto- 
tj'pe. Both w'ere prescribing a type of education that coincided with 
the Renaissance calling of a gentleman. In Some Thoughts Concerning 
Education another Englishman. John Locke (1632-1704), w'as also quite 
conventional. Although a revolution had just occurred in Engliah 
political life toward the end of the seventeenth century, Locke’s essay 

* Aristotle, Politics, Bk. VIII, Cbap. 1, in J. Burnet, Aristotle on EdueaHon, 
pp, 105-106, University Press, Cambridge, England, 1913. 

' Masso, G., Education in Utopias, passim, Teachers College, Columbia Uni- 
versity, New York, 1927. 
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on education did not reflect it. He was content to give well-consid- 
ered advice on how to achieve the stereotype of the English gentry of 
his period. 

THE SCHOOL AS CREATUBE OF THE SOCIAL ORDER 

In practice even more than in theory the schools have long viewed 
their role as meeting rather than anticipating current social demands. 
Indeed, they have been as often behind these demands as abreast of 
them and hardly ever in advance of them. To'be sure, Greek teachers, 
who more and more made their way to Rome when that city c.'ime to 
dominate the entire Mediterranean world, did bring with them a 
culture new' to the Romans. But this culture was sought and taught 
as a perfection or polish to Roman institutions already well accepted. 
There was no thought of radically reconstructing them after the Greek 
model. Even Cato, who most suspected the new education of being 
subversive of Roman institutions, lived long enough to be captivated 
by the charm it added to rather than substituted for Roman culture. 

The decline and fall of the Roman Empire further illustrates the 
point. Roman schools, while they did not prepare the w'ay for cultural 
collapse, at least were pow’erless to prevent it. Greek schools, too, in 
the period of Hellenic decline after the fourth century b.c. definitely 
deteriorated with the fortunes of the Greek city-states. Greek and 
Roman school.s, instead of carrying within themseh es the seeds of 
social regeneration, seemed to show everj' evidence of being as geneti- 
cally played out as were political and economic institutions. 

In the Middle Ages, again, the schools conformed to the times. In 
fact, the times were so little in need of formal schooling that the schools 
conformed almost to a point of extinguishing themselves. What 
schools sur\'ived or were created adapted themselves chiefly to the 
demands of the Catholic Church. Thus, the cathedral schools that 
sprang up and were attached to cathedrals in cathedral cities were for 
training the priesthood. Song schools taught the singing requisite for 
church serv’ices. Even the medieval university, powerful social agency 
though it became, conformed to the feudal order of wliich it was a part. 
It taught the law, theology, and medltwe that the reviving civilization 
of the time required. Even in theology, which was the intellectual 
frontier of the day, the university scholars vied with each other in 
consolidating the authority of the Catholic Church by incorporating 
. Aristotelian philosophy wdth Christian revelation. 

Renascence that the Renaissance was, it was not initiated by the 
schools. Had it been initiated by them, one would have expected 
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the universities to commence the movement. The universities, how- 
ever, had no prevision of the new Humanism that was about to sweep 
Europe. Far from being ahead of their times, they were already falling 
behind them. As a matter of fact. Humanism demanded a school all 
its own, imbued with the spirit of the period. The Humanistic second- 
aiy school of the Renaissance was thus clearly a creature of Human- 
ism, not a creator of it. It rose and declined with the fortunes of 
Humanism. 

When science came knocking for admission to the curriculum of the 
Humanistic secondary school of the sixteenth, seventeenth, and 
mghteenth centuries, this school was just as blind to and unprepared for 
the future as the medieval universities had been in the case of Human- 
ism. Far from preparing the way for science, the Humanistic school 
had become so conventional that it even actively blocked and resisted 
its advance. Consequently, another new school had to be founded, 
the German Realschule, to break down the barrier to teaching this dis- 
inherited step child of the culture of the day. But, again, the new 
school was a creature and not a creator of the new interest in science. 

Probably the political and econonuc revolutions of the eighteenth, 
nineteenth, and tw'ontieth centuries indicate better than any other 
historical evidence the secondary rather than the primary role of the 
schools in periods of social transition. Neither the American Revolu- 
tion of 1776 nor the French Revolution of 1789 was the product of 
school programs forecasting social reconstruction. The schools of the 
aneien rigime in France bred sympathy and respect for the first and 
second estates, for the nobility and the clergy. This is not to deny that 
pre-Revolutionary writers had designs on the schools as instruments of 
social reconstruction. As a matter of fact, most of them had. But 
these ideas had no influence on the instruction given under the mon- 
archy. They took effect only after the Revolution had become a fail 
accompli. Taking effect then, however, they helped to entrench the 
new social order, but they did not bring it about. 

, Clearly, the school was an ally of the status quo whether the status 
jjuo was maintained by a conservative or established by a revolution- 
ary partJ^ The Frenchman Helverius (1715-1771) stated this point 
differently but to the same effect when he wisely observed that precepts 
of education which contradict the government are always reputed bai^ 
Certainly none was more insistent in preventing the schools from con- 
tradicting the government than Napoleon. In his correspondence he 
stated no new opinion when he declared that a state is on uncertain 
and ill-defined f o>mdations if it does not take the initiative in determin- 
ing whether a child should be reared a republican or a monarchist. 
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Noah Webster (1768-1843), lexicographer, patriot, and textbook 
writer, in addressing himsdf to post-Bevolutionaiy America:; might as 
well have been quoting Aristotle on education when he quoted the 
noted French author of The Spirit of the Laws, Montesquieu (1689- 
1765), to the effect that education ou^t to be relative to the principles 
of government, being one thing for a monarchy and another for a 
republic. He was acting on this very principle when he stated that 
the system of education imder colonial tutelage would be unsuitable 
to cany over into the period of national independence. Colonial 
education had evolved in adaptation to a monarchical social system 
with aristocratic class divisions. Now that the colonies had become a 
nation of democratic states, Webster insisted that the colonial school 
system would have to be brou^t into conformity with the new philoso- 
phy of equality of educational opportunity for all classes. Some 
contemporaries of Webster’s looked upon the schools as the bulwark 
of republican institutions not so much against a king or despot as 
against anarchy. In the next generation still others, like Henry 
Barnard (1809-1900), viewed them as a bulwark for the system of pri- 
vate property. But in all these coses Americans thought of the school 
as making secure the gains of the Revolution rather than pointing the 
way to a further or continuing reconstruction of the nation’s destiny. 

The case was no different in England during the long decades in 
which the Industrial Revolution was taking place. As already indi- 
cated, the Humanistic schools certainly did not hasten to teach the 
science that would have trained the inventors who made the Industrial 
Revolution possible. These men had to acquire their scientific knowl- 
edge in spite of the English Humanistic schools of the eighteenth and 
fsyea of the nineteenth centuries. Indeed, it was not till 1853 that 
■the English government made grants to indhidual schools for the 
vteaching of science. Nor did the schools pioneer in the political re- 
forms that the Industrial Revolution made necessary. The great Re- 
form Acts of 1832 and 1867, which extended the suffrage more widely 
to industrial workers, did not come about because the schools of the 
first quarter of the century were studying the injustices of the existing 
order. The electoral reforms once achieved, however, the newly en- 
franchised workers did legislate for themselves more equitable edu- 
cational opportunities through the Acts of 1833 and especially of 1870. 

-The revolutions of the twentieth century, bom of the First World 


War, followed the educational pattern of preceding revolutions. There 
certainly is no evidence that the way for the first of these revolutions, 
the Russian, was paved by the schools of czarist Russia. On the con- 
trary, theseschools were reactionary. Yet, as soon as the czar was over- 
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thrown, the schools became the loyal defenders of Communism. ‘ The 
schools of Italy went through the same cycle in the revolution brought 
about by Fascism. In Germany there was nothing in the schools of 
the Imperial Reich that foreshadowed the Republicanism of the 
Weimar Republic. Nor was there anything in the schools of the 
republic that taught the desirability of the revolution brought about 
by National Socialism under the Third Reich. 

Even in the United States, where democracy was supposed in part 
to be identical with progressive social change, there was little inclina- 
tion to assign the school any dgniiicant role in taking the initiative 
in social reconstruction. New York State, alarmed at the forces of 
social change abroad after the First World War, appointed the Lusk 
Committee to investigate seditious activities. In its report this com- 
mittee stated that “The public school teacher i.s a representative and 
officer of the state as it now exists. He is employed by that state to 
teach loyalty to its institutions and obedience to its laws. He is not 
employed to explore the contro\ orsial fields of i>olitical economy with 
the view of championing utopian schemes of reform or change. ... If 
a change in our social system or in the structure of our government 
is at any time demanded by the people of this state or of the United 
States, the mandate must be distdostd by the verdict of the polls. The 
public school must not be employed as a rostrum for distinctive prop- 
aganda of any character. Its teaching staff mu.st not be allowed to 
spread the gospel of discontent among the people. No person who is 
not eager to combat the theories of sutnal change should be entrusted 
with the task of fitting the young and old of this state for the responsi- 
bilities of citizenship.”* On the eve of the. Bccond World War, then, 
the practical administration of the schools still followed Aristotle. 
Given a monarchic, democratic, communistic, or fascistic state, it was 
still the duty of education to create a spirit congenial to the politics 
assumed. 


THE SCHOOL AS CREATOK OP THE SOCIAL ORDER 

While practical considerations have eclip,sed the Platonic theory of 
the relation of the school to the social order, the eclipse has never been 
total. The theory has always remained a popular one, particularly 
in epochs that have cried out for a rectification of social abuses. For 
this reason the theory that the school has a creative as well as a con- 
servative function enjoyed a notable revival in the eighteenth and 

1 PwEEViTCH, A., The New Edua^ion in the Soviet Republic, pp. 153-164, The 
John Day Company, New York, 1929. 

* Bevoltdionary Radicalism, Report of the Joint Legislative Committee of the 
State of New York Investigating S^itious Activities, vol. 3, p. 2343, Albany, 1020. 
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twentieth centuries. With few exceptions, little of a practical nature 
was done to put the theory in practice, but the theory 'kself was 
analyzed more thoroughly and pushed more vigorously and frequently 
than ever before. 

Of the French liberals of the eighteenth century none made a more 
penetrating or more inspiring analjrsis of the problem than did the 
French revolutionary Condorcet (1743-1794). Believing in the indef- 
inite perfectability of man, Condorcet looked to the state as the 
agency through wliich the continuous progress of mankind was to be 
brought about. Writing in the midst of revolution, he projected a 
state which would not just make secure the results of revolution but 
would maintain a continuous spirit of revolution. Instead of the new 
state’s interests becoming vested and therefore ultimately coming to a 
standstill, he conceived of a state that would reduce revolution to an 
orderly process of continuous social reconstruction. Such a state 
would wish, Condorcet thought, “that, in national education, every- 
thing should be submitted to a rigorous examination . . . that all 
political theories be taught and contested, that no system of social 
organization be presented to enthusiasm or to prejudice as the object of 
a superstitious veneration but that all should be presented to the reason 
as different systems; among which it has the right to choose.”^ 

In a sense Condorcet’s recommendation was in the tradition of 
Aristotle. Given a state that contemplates the constant redirection of 
its energies, it Ls the duty of the schools to create a spirit appropriate 
to this purpose. In other words, even though the school examines a 
variety of political theories, it nonetheless is conserv ing or perpetuating 
the kind of state that is continuously reexamining its own ends. Yet, 
in spite of this agrevement with Aristotle, Condorcet made a definite 
advance on both Aristotle and Plato. In his view, instead of a fear- 
ful and therefore cautious attitude toward social change, state and 
school were warmly and enthusia-stically to embrace the opportunities 
for social progress which they present. 

Condorcet 's German contemporary, the philosopher Immanuel 
Kant (1724-1804), also favored education’s taking the lead in bringing 
about a better world. “Children should be educated,” he contended, 
“ not with reference to their present condition, but rather with regard to 
a possibly improved future state of the human race — that is, according 
to the idea of humanity and its entire destiny.”* But Kant did not 

* LaFontainf.bie, F., French Liberalism and Eduration in the Eighteenth Crn- 
tury, pp. 376-377, McGraw-Hill Book Company, Inc., New York, 1932. 

• BtreuNER, E. F., The Eueaiional Theory of Immanuel Kant, pp. 116-117. 
J. B. Lippiucott Company, Philadelphia, 1904. 
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share Condorcet’s confidence that this objective could be achieved 
through a system of public or state schools. He did not trust princes 
to institute this sort of education because they were too likely to regard 
their subjects as mere instruments for accomplishing royal purposes. 
Even parents Kant viewed as an obstacle to the kind of education he 
had in mind, for their educational outlook was usually limited to 
ensuring that their children would prosper in the status quo. Only 
a cosmopolitan scheme of education would suffice. But such a solution 
still left up in the air the practical steps for its realization. 

The eighteenth-century liberals not only put forth a theory of 
social progress through education but also indicated psychological 
theories by which this progress might be effected. One group, among 
whom Helvetiua was the extreme exponent, leaned heavily on the 
empirical psychology of John Locke to effect social reform. Locke 
had laid it down that the mind of the child at birth was a tabula rasa, 
that is, a blank.^ Although this doctrine had been put forth a century 
before the French Revolution, its strategic significance for social 
reform was not appreciated till later. Obviously, if the mind was a 
blank at birth, the ones first to write thereon would control the political 
and economic destiny of the next generation. Changing from the 
French monarchy to the French republic would thus be just a matter 
of turning a page in the experience of adults or capturing the first page 
in the experience of children. 

Another group, whose undisputed leader was the French romanticist 
Jean Jacques Rousseau (1712-1778), started with almost the opposite 
premise from Locke. Contrary to Locke, Rousseau believed that the 
child had certain innate capacities at birth, the natural development 
of which must be respected. The injustice and oppression of the 
existing ancien riffime he ascribed to the way in which it frustrated 
and distorted the natural course of development of these innate powers. 
Consequently, an education in accord with nature would nut only avoid 
the injustices of the ancien rigime but would also at the same time be 
creating a better and more equitable society. 

It was the thought of Rousseau rather than Locke that dominated 
the social-educational reformers of the nineteenth century. Especially 
is this true of the Swiss Pestalozzi (1746-1827) and the German Froebel 
(1782-1852). It is particularly notable in the case of Pestalozzi that 
he did not start out in life to fashion a career in education for himself. 
He had a prior preference for politics. Having spoiled his chances 
in this regard by getting into trouble as a political agitator, he turned to 
education. Hie first thought in education, however, was to use it for 

* For a more complete treatment of this topic, see supra, pp. 141-143. 
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the puipoee of BOciaI.&melioratioii, He eet about the task, as he was 
fond of saying, td'tiy to make men out of beggars. He commenced 
with the limited social and educational objective of teaching the poor 
how to adjust as contentedly as possible to their 'poverty. But later 
it occurred to him that children did not necessarily have to be degraded 
by their social origins. As he encouraged children in the free expression 
of their unique abilities, he began to see that their native abilities 
exceeded the limitations of their accidental social surroundings. This 
fact led him to realise with Rousseau that the regeneration of both the 
individual and society lay in the development of human powers in 
accordance with nature. 

The outlook that this brilliant pedagogical insight promised for 
the correction of age-old social abuses did not appear very bright at 
first. For long, Pestalozzi was just an obscure man experimenting 
with an idea in obscure villages of his native Switzerland. Even when 
he achieved world-wide fame, it was as an educator rather than as a 
social reformer. Yet one country, Prussia, did come to feel the social 
as well as the educational effect of his doctrine. After Napoleon had 
^shed Prussia to earth in the Battle of Jena and in the subsequent 
treaty of Tilsit, Prussia had urgent need of national regeneration in 
order to rehabilitate itself. To this end, among other things, the 
aristocratic Junkers, who controlled Prussia, decided to reform their 
educational system along Pestalozrian lines. Their hope was to build 
'a strong nation by building strong individuals and to deA^elop strong 
mcUviduals by developing thdr native powers according to Pestalozzi’s 
prescription. It is some measure of the Junkers' success in organizing 
Pestalozzian schools to raise up a new Prussia that Prussia shortly 
made a signal contribution to the defeat of Napoleon, that it steadily 
grew in political eminence in succeeding decades, and that its pre- 
eminence in education came to be internationally recognized during 
the first half of the nineteenth century. 

The Prussian Junkers were, if anything, more successful than they 
had planned. By the mid-point of the century Pestalozzian instruc- 
tion not only had put Frusda on its feet but also educated a gener- 
ation that was demanding social reforms striking at the root of the 
power of the Junkers themselves. The Junker aristocracy now became 
alarmed at the “ overeducation ” of the common people. The Prussian 
king thought the interest developed by his subjects in social reform an 
act of disloyalty. Together the king and Junkers joined in severely 
curtailing the normal schools for teachers, which, it was agreed, were 
the source of all the social unrest of the timc.‘ No more eloquent 

* Furthermore, the philosophioal apologist for the PruBsian state, Georg 
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tribute could have been paid to the power of the social yeast inherent 
in the pedagogical doctrines of Rousseau and Festalozzi. 

It was this same reactionary zeal of the Prussian upper classes that 
repressed and discouraged Froebel, another great educational innova- 
tor. Elven more than Rousseau and Pestalozzi, Froebel developed and 
emphasized the importance of self-activity on the part of pupils. 
Meeting official opposition to the introduction of his educational ideas 
into the state schools, Froebel bitterly complained, “As a state machine 
I should have been engaged in cutting out and modeling other state 
machines. But I only wanted to train up free, thinking, independent 
men.”^ The complaint, however, reveals only too well that the 
governmental bureaucracy was not mistaken when it felt that schools 
imbued with Froebel's pedagogy could not be contained within the 
existing social order but must necessarily revolutionize it. Hence it 
was that Froebel looked rather to America than to his native Germany 
for a hospitable reception to his idea that schools should be “free 
republics of childhood.” 

By the time Froebelian ideas began to penetrate America toward 
the end of the nineteenth century, it was already no new idea that the 
school should be an agent of social progress. Horace Mann (1796- 
1869), Massachusetts’ great gift to the American common school 
revival of the middle of the century, had already energetically advanced 
it. Apparently he made the theme of his later educational career 
the subject on which he delivered his commencement oration on 
graduation from Brown, “The Progressive Character of the Human 
Race.” On the day he accepted office as secretary to the State Board 
of Education in Massachusetts he confided to his diary, “I have faith 
in the improvability of the race — ^in their accelerating improvability.”® 
This faith remained undimmed throughout his educational career, for, 
toward the end of his secretaryship in Massachusetts, he was still 
seeking the educational improvement of his fellow men, declaring that 
“progress is the law of the universe.”* 

Wilhelm h’tiedrich Hegel (1770-1831), who had at one time taught in a German 
gymnasium, thought “study in the quiet scclusiou of the school" advisable for 
boys in order to “keep them from the stir and excitement and the seductive 
influences of the fermenting condition of our time." Mackenzie, M., Ilegel’a 
Educational Thought and Practice, p. 183, Swan Sonncnschcin & Co., London, 1909. 

‘Quoted in J. L. Hughes, Frodiel’a Educational Laws for All Teachers, p. 97, 
D. Appleton-Century Company, Inc., New York, 1897. 

• Mann, M., Life of Horace Mann, p. 81, Walker, Fuller, & Go., Boston, 1866. 

• Common School Journal, 10: 65, March, 1848. For the further development 

of this theme in American education, b<«: A. Ekirch, The Idea of Progress in 

America, Chap. 7, Columbia University Press, New York, 1944. 
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But it is to the America of the twentieth century that we must now 
/turn for the further development of the theory that the schools should 
■ take a large measure of initiative in pointing the way to social recon- 
struction. When Froebelian principles were introduced into America, 
they received a warm reception, though public interest centered in their 
pedagogical rather than on thrir social significance. Undoubtedly 
they swelled the stream of liberal thought; yet the real leaven of social- 
educational reform in America was supplied by Darwinism. 

Before the nineteenth century was out, the Darwinian idea of evo- 
lution derived from biology had been taken over by the sociologists. 
They saw education as but the latest stage in the evolutionary process. 
Human adaptation to environment, which in earliest times had been 
physical and organic, had later become a matter of institutional adap- 
tation. More important yet, the sociologists pointed out, institutional 
adaptation was passing from an unconscious to a conscious stage. In 
the conscious stage, social adaptation or selection was to become 
rational and self-conscious through the curriculum of the schools. At 
least, such were the ideas of Lester F. Ward (1841-1913), America’s 
leading early sociologist. ‘ 

Confidence that the exercise of intelligence can rectify social institu- 
tions and conhdence that the schools are a strategic outpost on the 
social frontier were no where more strikingly joined than in John 
Dewey (1859- ), America’s leading educational philosopher. His 

philosophy was thoroughly impregnated with the evolutionary concept. 
Yet he did not think that the educator should be confronted nith a 
bare choice between education as social transmission and education as 
social transformation. Such a bare choice would have to be made 
arbitraril}', not on educational grounds, but on grounds of political 
preference. Furthermore Dewey held it a fallacy that the ends of 
education should be determined by external social or political con- 
ditions. On the contrary, he held, education should be autonomous 
and free to determine its own ends.® It is a coordinate process along 
with politics for determining and pursuing the good life. The criteria 
for judging social and individual gronih are to be found, not outside 
the educational process, but within it. Dewey’s position was not 
unlike that of Condorcet in that he considered that the school 
has a primary interest in independent study of the course of social 
evolution. 

' See his Dynamic Sociology, vol. 2, Chap. 14, D. Appleton-Century Company, 
Inc., New York, 1883. 

• The 12th Yearbook of the Department of Superintendence of the National 
Education Association even advocated an iudependeut school state (pp. 65-66). 
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The first schools that took Dewey seriously were some of the private 
experimental schools belonging to rixe “progressive-education” move- 
ment. In this they were a belated part of the Progressive movement 
in politics led by Theodore Roosevelt. Both were protest movements, 
the one against political and the other against educational anachro- 
nisms. But at first the direction of the progressive-education protest 
was chiefly toward experiment with new educational techniques. It 
was not till the severe economic depression of 1929 that George S. 
Counts (1889- ) roundly denounced progressive education for its 

lack of fundamental social orientation. In his widely read pamphlet 
Dare the School BuUd a New Social Ordert he caUed upon the teachers 
to lead the way out of our social and economic morass. Soldiers, 
clergy, statemen, and now businessmen having failed to establish a 
stable society, teachers could hardly be expected to do any worse if 
they boldly seized the power that lay in their hands to mold a new 
generation and a new social order. More than any other group, he 
claimed, teachers were the repositories of the wisdom of the race, and 
less than any other group would they be selfish in their use of it. Like 
Plato, he concluded with a preview of the “American dream,” the just 
society that we might have by educational planning. 

The pamphlet stirred up much controversy, from which two points 
clearly emerged. First, neither the community of laymen nor the 
community of teachers was in fimdamental agreement that the school 
should assume this role in the social order. Second, even those who 
did agree that the school should assume initiative in building a new 
social order could not agree what kind of social order this should be. 
Counts obviously had in mind a collectivist! c society, not unlike the 
collectivism of the democratic New Deal. But there were many who 
did not share this conviction. They preferred to have the school 
pioneer in reconstructing the social order by freely considering all the 
various political and economic alternatives. The upsliot was that 
between the First and the Second World War a notable start was made 
in introducing controversial issues into the public school curricula. 

Most communities, however, have been very slow to take up the 
idea. National communities have been slower than local ones. As 
remarked earlier, traditional and customary practice has followed 
Aristotle in expecting the school to maintain an established social 
order. Happily, there have been communities here and there where 
the established order has been critical and open-minded. In such 
places the educational views of such men as Condorcet and Dewey 
have received a trial. 
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ACADEMIC FREEDOM 

Whether the school is to instigate a new social order or entrench 
an dd one is a question that, all through the history of education, has 
been bound up with another, whether the teacher is bound to transmit 
the group culture as he received it with tradition’s stamp of approval 
on it or is free to select such parts of it as he thinks best and evaluate 
them critically as he introduces them into the lives of his students. 
On the whole, most teachers have been traditionalists. The uncon- 
ventional teacher has been the rarity. This is as the great majority of 
the patrons of the schools would have it. Wedded to its habits, society 
has generally resisted having its complacency disturbed by unorthodox 
instruction. Only by the greatest sacrifice has it been possible to 
establish a tradition of freedom of instruction for the teacher. And 
even then freedom has been maintained only by being constantly 
rewon. 

Freedom first found conditions favorable to its growth among the 
ancient Greeks. This is not surprising since it was also among this 
people that men first entertained the idea that the school could be made 
the means of social regeneration. The Greeks were able to conceive of 
education in progressive terms because they cultivated individuality.^ 
In cultivating individuality they necessarily cultivated novelty. And 
for novelty they had a veritable passion. It was almost a cult with 
them, as witness the later account in the Bible which related that the 
Greeks “spent their time in nothing else, but either to tell, or to hear 
some new thing. Obviously, such a passion for novelty could be 
indulged only by permitting the individual to deviate from the norm or 
stereotype of convention. This was fertile soil indeed for the growth 
of freedom. In the course of time it yielded a crop of ideas that rarely 
if ever has been equaled for breadth, insight, and stimulation. 

Yet, in spite of the remarkable freedom that teachers like Socrates, 
Plato, and Aristotle enjoyed, Greece was the scene of one of freedom’s 
greatest tragedies, the execution of Socrates. The indictment against 
him was that as a teacher he had corrupted the youth by teaching them 
disrespect for the gods. No doubt, bis method of instruction, after- 
ward called the “Socratic,’’’ was calculated to encourage critical 
examination of customary beliefs and practices. But Socrates was not 
seeking to make men skeptical so much as he was trying to refine men’s 
convictions and put them on a more rational basis. Unfortunately, 

‘ For a fuller account, see supra, pp. 25-31. 

* Acts, 17: 21. 

' For a fuller account of this method, see supra, pp. 170-173. 
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many conservative Athenians did not understand his purpose and 
therefore made Socrates the scapegoat for their own shortcomings in 
coping with the changing nature of the times. The indictment, trial, 
and death of Socrates but indicate that, however high the waves of 
freedom flow, there is always danger of being pulled back by the under- 
tow of conservatism. 

Setback to freedom though the death of Socrates was, it occurred 
under circumstances that in the end have forever enhanced the cause of 
freedom. At his trial Socrates might have saved his life by renouncing 
his teaching. The principle at stake, however, was too great to aban- 
don. After sentence he might even have saved his life by flight. He 
preferred, however, to abide by the laws of the city as they took their 
course. Facing his fate resolutely, fearlessly, even cheerfully, Socrates 
gave up his mortal life but made the cause of freedom immortal. 

Plato also appreciated the tremendous importance of freedom for 
the teacher. He was not afraid of the uncertain outcome of inquiry. 
As he remarked to an interlocutor in the course of one of his most 
famous dialogues, The Republic, "Whither the argument may blow, 
thither we go.”‘ Yet, in spite of this apparently unqualified endorse- 
ment of free inquiry for the teacher, Plato did set some limits to free- 
dom, Presumably, of course, the philosopher-ruler of his ideal state, 
as pictured in his utopian RepiMic, must enjoy the prerogative of 
freedom in order to determine the outlines of the ideal state. But, 
once this state liad been approximated, the main task of education 
would be to prevent digressions from the ideal. The chief danger of 
such defections, Plato anticipated, w'ould arise from inno\ ations. To 
guard against such evils, whether coming from such widely separated 
sources as poetry or children's games, Plato thought it necessary to 
censor the curriculum. In this connection ho even proposed to expur- 
gate the Homeric poems of their cruder immoralities so as to preserve 
the child’s mind from contact with anything false or vicious. Appar- 
ently, the freedom he claimed for the rulers or teachers he thought too 
dangerous to be left in the hands of the untrained or immature. 

Under the imperial rule of Rome, freedom for the teacher was never 
the persistent issue it had been with the Greeks. Perhaps this was 
because rhetoric rather than philosophy occupied the more important 
place in the Roman curriculum and therefore controversial issues were 
not so likely to arise. Even if controversial matters intruded in the 
curriculum in the latter days of the Empire, the state exercised a 
subtle but effective control over freedom by putting eminent professors 
of rhetoric on its pay roll. Only in the obscure Roman province of 

' Plato, The Repvblic, Bk. Ill (Jowett traiiBlation) 
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Palestine did a spectacular case arise of the denial of freedom to a 
teacher. The trial and Crucifixion of Jesus have been b^t known for 
their religious significance. But in its educational bearings the case 
was remarkably similar to that of Socrates. Here, too, was a great 
teacher whose only pedagogical crime w'as that he taught a new dis- 
pensation. And here, too, was a great teacher whose death as much as 
his life enhanced his sa 3 ring, “And ye shall know the truth, and the 
truth shall make you free.”^ 

In the course of time, however, Christians came to regard freedom 
as a by-product of truth rather than a necessary means for investigat- 
ing it. If truth is fixed and eternal in the heavens, as Plato thought 
and the Christians after him, then this notion of freedom was not 
unsound. Like Plato, Christians were more willing to surrender a 
measure of freedom in order to remain secure in a perfected truth than 
they were to risk errors by boldly and freely exploring new paths to 
tnith. Thus the Apostolic Constitutions, an early manual of instruc- 
tion for Christians, enjoined them to abstain from reading pagan books, 
studying foreign laws, or listening to false prophets. “For,” the 
Constitutions inquired, “what defect dost thou find in the law of Grod, 
that thou shouldst have recourse to those heathenish fables?”® 

In the heyday of the medieval university, when scholars were 
struggling to make an accommodation between Christianity and Greek 
philosophy, a considerable measure of freedom of thought obtained 
again. Freedom was kept open by the wide doctrinal differences of 
opinion that existed between the various teaching orders of the Catho- 
lic Church. But even here a teacher was only free within the limits of 
a basic orthodoxy. When a great teacher like Pierre Abdlard (1079- 
1 142) made so bold as to challenge not only the details of this frame of 
reference but the frame of reference itself, he had the wings of his 
teaching freedom severely clipped. 

The oscillation between freedom and control of teaching was not 
just a phenomenon of Western or Christian culture. Contemporary 
Islamic culture had much the same experience. In the centuries when 
the w'estern Roman Empire by reason of its decay was cut off from the 
eastern half, Islam came under the influence of Greek philosophy. 
Hence Islamic education, too, hod the problem of reconciling Greek 
philosophy with its own more primitive religious notions. Foremost 
in this reconciliation was an Islamic teaching order, the Brothers of 
Sincerity. So long as they enjoyed freedom to exploit the spirit of 

’ John, 8: 32. 

> CuBBSRLEY, E. P., Readings in (he History of Edueation, p. 54, Houghton 
Mifflin Company, Boston, 1920. 
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Greek thought, Islamic culture prospered. In the course of time, 
hosTever, Greek thought became suspect as subverting conservative 
Islamic culture. When this occurred, the Brothere of Sincerity were 
forced from the Orient into North Africa and thence ultimately into 
Spain. They arrived there just in time to put their critical knowledge 
of Greek learning at the disposal of the courageous minds of the medi- 
eval universities of western Europe, who, beginning to drop thmr 
earlier self-inflicted blinders, freely undertook to teach from pagan as 
well as Christian sources. 

By the thirteenth century imder the leadership of St. Thomas 
Aquinas (1225-1274), the great Dominican scholar and teacher, the 
Catholic Church finally succeeded in making its great synthesis of 
Christian and Greek or pagan learning. Only a few centuries elapsed, 
however, before an Augustinian professor of the German university of 
Wittenberg, Martin Luther (1483-1546), found his freedom to preach 
and teach the heterodox doctrines that subsequently became Prot- 
estantism seriously opposed by the church. With the aid of a number 
of secular princes Luther was succe-ssful in maintaining his freedom 
against this opposition. The natural outcome of his defense of free- 
dom should have been the dissolution of all creeds and catechisms into 
private opinions. To prevent this result, church and state joined 
hands in Protestant countries to erect Luther’s heterodoxy into a new 
and approved orthodoxy which was to safeguard teachers as well as 
their pupils from heresies into which their individual exercise of free- 
dom mi^t lead them.' 

Yet Luther seemed to recognize that there could be no final or 
unerring safety where education was widespread. "But you say," 
he said, anticipating this objection to his educational program, " ‘How 
if it turns out badly so that my son becomes a heretic or a viUainf 
For, as people say, ‘education means perversion.’ Well, you must run 
that risk; but your labor is not lost. God will consider your faithful 
service, and will count it as if successful.”’ 

The Jesuits, in the Counter Kefonnation that they led against 
Protestantism, tried to strike a balance between the claims of freedom 
and control. In the Ratio Studiorum, which governed instruction in 

'That these heresies nught have both political and religious significanoe is 
evidenced by a sixteenth-centuiy statute of Elizabeth that demanded that ail 
schoolmasters take the Oath of Supremacy as testimony of their acceptance of the 
queen as head of the Church of England. 

* Fainteb, F. V. N., InUher on Education, p. 230, Lutheran Publication Society, 
Philadelphia, 1889. But it is interesting that in bis plan for education in Saxony 
Luther wished the schoolmaster to teach only truths neceesary for right living; 
“Be shall not speak of polemical matters." Ibid., p. 155. 
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their kHooIb, they followed Plato by enjoining the provincial to censor 
texts that might in any way be offensive to morals. Books that could 
not be completely expurgated were not to be read. On controversial 
issues in which the teacher “is free to hold. either side,” the Ratio 
went on to say, “he shall defend his view in such a way as to allow 
moderate and kindly consideration for the opposite view, especially 
if the previous teacher has held that view. But if writers can be 
reconciled, he must be careful not to neglect to do so. . . . Even in 
matters where there is no risk to faith and devotion, no one shall 
introduce new questions in matters of great moment, or any opinion 
which does not have suitable authority, without first consulting his 
superiors; he shall not teach anything opposed to the axioms of learned 
men or the general belief of scholars. Rather, all should follow closely 
the approved doctors and, as far as local custom permits, the views 
accepted in Catholic schools.”* 

By the eighteenth century the rise of modem science introduced a 
new attitude toward freedom in teaching. The French pedagogical 
essayist Michel de Montaigne (1S33-1592) had already presaged it in 
his writings a couple of centuries earlier. Addressing the teacher, 
Montaigne advised him to let the student "examine and thoroughly 
uft every thing he reads, and lodge nothing in his fancy upon simple 
authority and upon trust.” He added, “I^t this diversity of opin- 
ions be propounded to, and laid before him; he will himself choose, 
if he be able; if not, he will remain in doubt.”‘ Apparently Montaigne 
did not feel it necessary to censor the student’s curriculum to ensure 
that he reach a particular conclusion. Indeed, he even conceived that 
the pupil might come to the end of a period of study with his mind in a 
state of suspended judgment. Freedom evidently was on its w'ay to 
becoming an instrument rather than merely an outcome, of study and 
investigation. 

Montaigne’s attempt to divorce instruction from the support of 
authority did not receive much response in his owu generation. Not 
till it was reiterated by the great French Revolutionary writer Con- 

' Fitzpatrick, E. A., St. Ignaliut and the Ratio Studiorum, p. 151, McGraw-Hill 
Book Company, Inc., New York, 1933. l*rotcBtant colonial .America suffered the 
same anxiety, as witness the report of Governor Berkeley of Virginia in which he 
expressed the hope that free schools and printing would not spread, “for learning 
has brought disobedience and heresy and sects into the world and printing has 
divulged them and libels against the best government. God keep us from both." 
Hmniio, W. W., Lavm of Virginia, vol. 2, p. 617, Samuel Pleasants, Richmond, Va., 

isia 

* Rbctob, L. E., Montaigne: The Education of Children, p. 31, D. Appleton- 
Century Company, Inc., New York, 1899. 
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dorcet did it receive the attention it deserved. According to Con- 
doroet, "no branch of the government should have the authority 
or even the means, of preventing the teaching of new truths or the 
development of theories contrary to its special policies or its momen- 
tary interests.”' In fact, Condorcet would have education freed, not 
just from the controls of government, but from dU kinds of control, 
even that of public opinion. In the case of public opinion he held that 
education should anticipate it, form it, and correct it but never follow 
or obey it. “Finally,” wrote Condorcet in a grand sweep of the 
imagination, "the independence of instruction is, in a manner, a part 
of the rights of the human race. Since man has received from nature 
a perfectibility whose unknown limits extend — ^if they even exist — 
much beyond what we can yet perceive, and the knowledge of new 
truth is for him the only means of developing this happy faculty — the 
source of his happiness and of his glory, what power could have the 
right to say to him: ‘This is what you need know; this is as far as you 
may go’? Since truth alone w useful, since everj’' error is an evil, by 
what right would any power, whatever it be, dare to determine wherein 
lies truth, wherein lies error?”* 

Brilliantly though Condorcet wrote during the turmoil of the 
French Revolution, when affairs settled down again under Napoleon 
more conservative counsels came to prevail. The very governmental 
controls of education that Condorcet deprecated Napoleon instituted. 
"My principal aim in the establishment of a teaching body,” he stated, 
"is to have a means for directing political and moral opinions.”’ 
And in his correspondence he wrote, "Of all political questions, that 
[of the control of ideas by education] is perhaps the most important. 
There caimot be a firmly established political state unless there is a 
teaching body with definitely fixed principles. F<xcept as the child is 
taught from infancy whether he ought to be a republican or a mon- 
archist, a Catholic or a freethinker, the state will not constitute a 
nation; it will rest on uncertain and ill-defined foundations; and it will 
be constantly exposed to disorder and change.”* 

The freedom of instruction that was crowded out of France by the 
expanding dictatorship of Napoleon come to be hospitably harbored in 
a state that was one of the victims of Napoleonic aggression, Prussia. 
Crushed by Napoleonic military force, Prussia was endeavoring in the 

> LaFontainisrie, op. eit., pp. 326-327. 

* Ibid., pp. 374r-375. 

* Quoted in W. H. Kilpatrick, Source Book in the Philosophy of I'JducatioHf p. 17, 
The Macmillan Company, New York, 1S34. 

* Ibid., pp. 17-18. 
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first decade of the nineteenth century to recruit the energies necessary 
to throw off its foreign yoke. Believing that a vigorous national 
intellectual life was an important part of such ener^es, Prussia decided 
to found the University of Berlin, which it , endowed with complete 
academic freedom. There teaching and research were to pursue the 
truth, not according to the preconceived interests of the state, but 
wherever free investigation might lead. This precedent was soon 
followed by other German universities. As a result, before the nine- 
teenth century was very old, German universities were world-famous 
for their advanced scholarship. 

In his inaugural address as rector of the University of Berlin shortly 
after its founding, Johann Gottlieb Fichte (1762-1814), the great 
German patriot, philosopher, and educator, made an eloquent state- 
ment of the role of academic freedom. Like Condorcet, he claimed 
that the human race could fulfill its destiny only where it was possible 
to have steady and uninterrupted intellectual progress. By all odds, 
the most appropriate place where this progress could occur was the 
university, for there each generation deposits its highest intellectual 
achievements so that succeeding generations, from the shoulders of the, 
preceding, might ever envision more distant intellectual horizons. If 
the univennty once is established by gathering together professors who 
are steeped in their fields of learning and if students have been suitably 
prepared to study under them, then the university can continue 
independently by itself and needs no help from the outside. “ Rather 
arc such external influences and interferences harmful, and disturbing 
to the intended progress of intellectual culture,” declared Fichte. “ If, 
therefore, a university is to acliieve its purpose and be really what it 
pretends to be, it must be left to itself thenceforward; it needs, and 
rightly demands, complete external freedom, academic freedom in the 
widest sense of the word. . . . No limit, therefore, should be set to the 
teacher’s instruction; nor shoidd any subject be indicated to him as an 
exception, on wliich he is not to be free to think and to communicate 
his independent thought with the same freedom from limitation to the 
pupU in the university who has been suitably prepared for it.”‘ 

In the next century and a half, this spirit of academic freedom was 
felt far and wide throughout the universities of the world. In part, 
academic freedom rode to this popularity on the crest of the wave of 
ninotecnth-ccntury liberalism. The Catholic C'hurch, however, that 
ancient champion of orthodoxy, stood staunchly against this tide of 
liberalism. Yet, though Pope Pius IX in his famous Syllabus of Errors 

‘ Trdmbull, G. H., The Education Theory of Fichte, pp. 2C4r-265, Hodder & 
Stoughton, Ltd., London, 1926. 
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of 1864 declared himBelf unalterably opposed to the spirit of liberalism, 
his action did not prevent his successor, Leo XIII, in his encyclical 
letter of 1888, Libertas praestantiaaimum, from defending the Catholio 
Church as a guardian of liberty in teaching. 

Leo’s claim, however, was in respect to a qualified rather than an 
unlimited freedom for the teacher. Commencing with the Catholic 
doctrine of freedom of the will, Leo recognized liberty as a fundamental 
condition of man. But freedom, he immediately pointed out, needs 
the guidance of reason and law, for otherwise it will be man’s ruin. 
Thus, if a man were so completely free as to be independent of reason 
or exempt from law, he would obviously have little or no means of 
distinguishing truth from falsehood or good from evil. Since error 
cannot have equal rights with truth, it follows that the teacher should 
not be equally free to teach truth and falsehood. Hence, very much 
like Plato, Leo declared that “nothing but truth should be taught 
both to the ignorant and to the educated, so as to bring knowledge 
to those who have it not, and to preserve it in those who possess it. 
For this reason, it is plainly the duty of aU who teach to banish error 
from the mind, and by sure safeguards to close the entry to all false 
convictions.”* 

Such a position, of course, assumed that truth can be distinguished 
from error. The ability to make such a distinction and to make it 
unerringly presented no insuperable difiiculty to the philosophy of the 
Catholic Church. Truth, as Leo asserted, is of two sorts, natural and 
supernatural. In the realm of faith and morals certain details of 
supernatural truth have long been revealed to man by God himself. 
Whatever is consistent with this divine revelation is truth, and what- 
ever is inconsietent with it is error. What is more, the church cannot 
be mistaken or deceived in separating truth from error because God, 
by entrusting his revelation to the church for safe keeping and exposi- 
tion, made it partaker in his divine authority. The church, to quote 
Leo again, “is therefore the greatest and most reliable teacher of 
mankind,” and in her dwells an inviolable freedom to teach.* 

Turning to natural truth and the freedom to teach it, Leo went on 
to say, “Now reason itself clearly teaches that the truths of divine 
revelation and those of nature cannot really be opposed to one another, 
and that whatever is at variance with them must necessarily be false. 
Therefore, the divine teaching of the church, so far from b^g an 
obstacle to the pursuit of learning and the progress of science, or in 

‘ Quoted in J. A. Ryan and F. 8. Boland, Catholie PrineipUa oj Poltttes, p. 175, 
The Macmillan Company, New York, IMO, 

«/Wa., p. 177. 
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any way retarding the advance of civilization, in reality brings to them 
the sure guidance of ghining light. And for the same reason, it is of no 
small advantage for the perfection of human liberty, since our Saviour 
Jesus Christ has said that by truth is man made free; Ye ahaU know the 
trutii, and the truth ehad make you free. Therefore, there is no reason 
why genuine liberty should grow indignant, or true science feel 
aggrieved, at having to bear the just and necessary restraint of laws 
by which, in the judgment of the church and of reason itself, human 
teaching has to be controlled. . . . Lastly, we must not forget that a 
vast field lies freely open to man’s industry and genius, containing all 
those things which have no necessary connection with Christian 
faith and morals, or as to which the church, exercising no authority, 
leaves the judgment of the learned free and unconstrained.’'^ 

There were a number in the United States of the late eighteenth and 
early nineteenth centuries who sympathized with the liberalism of 
French Revolutionary thought. Such a one, of course, was Thomas 
Jefferson (1743-1826), author of the Declaration of Independence and 
founder of the University of Vir^nia. In searching for a motto for 
the latter, he chose the Biblical quotation already cited, "And ye shall 
know the truth, and the truth shall make you free." Such a com- 
mendable spirit of freedom, however, did not always obtain at the 
University of Virginia and only rarely permeated other American 
colleges of the time. For the most part these colleges were under 
church control, and churches of the* time were still strong advocates of 
religious conformity and used their colleges to train clergymen and 
advance ecclesiastical interests. The divorce of church and state, 
commencing^at the end of the eighteenth century and continuing into 
the early decades of the nineteenth, was a liberal move, but the time 
for a free and open examination of reli^ous presuppositions in college 
classrooms had not yet arrived. Neither had it arrived for such politi- 
cal and economic issues as slavery presented in the middle of the 
century.* Teaching was still largely authoritarian, being predicated 
on the philosophical presupporition that truth was absolute and 
ascertainable and that consequently error had to be eradicated. 

In the classrooms below college grade the problem of academic free- 
dom was not even raised in nineteenth-century America. There was 
really no reason why it should be. The common school curriculum was 

1 Ibid., p. 178. 

' It has been said on high authority that the Civil War might have been pre- 
vented if teachers had enjoyed academic freedom to discuss the issue of slavery. 
See M. Curti, “Changing Issues in the School’s Freedom,” Social Frontier, 2: 166- 
16e, March, 1936. * 
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BO devoted to the three R’b and the academy and high school curricula 
were so absorbed in either the classics or the practical studies necessary 
to getting ahead in a rapidly growing country that no one even thought 
of making room for a study of current social issues of a controversial 
nature.^ It is extremely doubtful, too, whether more than a handful 
of teachers were thoroughly enough trained to qualify for the privilege 
of imrestricted academic freedom. 

Moreover, the rise of the public school system put a premium on 
keeping controversial issues out of the classroom. The success of the 
shift from private to public support of education depended in large part 
on keeping a united public opinion behind the public school. The 
public had been sufficiently divided on the issue of free vs. private 
education so that it might have been calamitous for the whole public 
school enterprise to divide it further by admitting social issues such as 
religion and slavery into the public school curriculum. Horace Mann, 
for instance, hearing that one of his state normal school teachers took a 
class to an abolitionist meeting, cautioned against the repetition of such 
an excursion as likely to endanger his hopes and plans for obtaining 
increased financial aid for the schools. 

Outside the walls of schools and colleges, however, the teacher’s 
freedom was often at stake. There his general freedom or civil 
liberty as a citizen, as contrasted nith his academic freedom as a 
teacher, frequently involved him in public controversies, if he \vas 
hardy enough to withstand their wear and teiir. From the very begin- 
idng, yet with diminishing emphasis, American communities were 
very inquisitive about their teachers' religious convictions. During 
the American Revolution whether the teacher was a loyalist or patriot 
was also a matter of great public concern. After the Revolution 
teachers had to be careful about the extent to which they espoused 
the radicalism of French Revolutionary ideas. In the middle of the 
ninteenth century their public stand on the slavery issue could easily 
involve them in trouble depending on the community in W'hich they 
lived. A little later the controversy between science and religion, 
which Darwinism engendered, provided another Scylla and Charybdis 
of public relations through which they had to steer. At the end of the 
century teachers found it difficult to express themselves as citizens 
concerning the rising tide of political and economic reform, even though 
they made no mention of these matters in their classrooms. 

Perhaps on the foregoing issues most teachers did not even know 
that they were not free. Probably most of them so heartily shared the 

* For a further account of the elementary and secondary school curricula of this 
time, see rupra, pp. 393-306, 430-431, 430. 
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prejudice of the communities in which they lived that they did not 
even want to be free from them. Consequently, it may not be far from 
the mark to state that teachers, if they felt their freedom infringed, 
were more shackled by the limitations of their own ignorance and lack 
of courage than they were by external restrictions imposed by their 
communities. 

If concerning social issues the teacher had a greater opportunit}' to 
exercise his civil liberty as a citizen than his academic liberty as a 
teacher, it was principally because of the mid-ninetccnth-centuiy 
stand taken by Horace Mann. Seeing discord about exciting party 
and sectarian issues as the normal state of affairs in a free society, Mann 
did nevertheless hope that defenseless children might find the school 
at least a temporary haven from religious’ and political strife till they 
were mature enough to breast these storms themselves. Hence Mann 
not only opposed introducing controversial issues into the curriculum 
but he was also against using the school to indoctrinate children against 
specific social abuses. However, he weakened his own case by making 
exceptions of intoxicating liciuors and the institution of war. 

Contemporaries of Mann even took the position that the teacher, 
being an employee of the public, was free to be only an advocate of the 
social status quo, not its critic. This view continued to be popular 
to the turn of the century. At that time a variant of this view did not 
even see it as a \iolation of acaucmic freedom that a college professor 
should be dismissed for advocating the cause of free silver, one of 
the great current national controversies. Quite to the contrary, the 
idea of a free-silver profo.ssor ilrawiiig liis salary from a college backed 
by “sound money” struck many of the public as both incongruous 
and illogical. 

The limits of acarlemic freedom at the turn of the century were 
supposed to be more flexible in respect to some subjects than in respect 
to others. Thus, much more freedom was accorded the teacher in 
the domain of the physical scicncc-s such as physics and chemistry and 
ev’en in history and literature than in sociology and economics or 
religion and morals. “In the first case,” proclaimed Guntons Maga- 
zine, "the new theories affect individual and societary action very 
slowly and -with the greatest indirection, and consequently never can 
bring about any detrimental disturbances. In the latter case the 
innovation, if radical, may involve dangerous social eruption, under- 
mine the moral basis of social order or the economic security of 


’ For a more complete account of the exclusion of religion from the public 
Bohools, see supra, pp. 332-336, 661-966. 
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property rights and interests, and thus destroy the safety of industrial 
action and arrest progress.”^ 

Notable changes, coining in the First World War, challenged many 
people to reexamine these precedents. Social revolution in Europe — 
Communism in Russia and Fascism in Italy and Germany — caused 
many to reconsider the adequacy of capitalism and democracy in 
America. The resounding crash of the depression ten years after the 
First World War greatly accelerated the tempo of this thinking. This 
was followed by the New Deal, which kept the debate on social issues 
lively down to the Second World War. Concomitant with these 
underl3dng forces of social change were others hardly less disturbing, 
such as a revival of the age-old controversy between science and reli- 
gion and innovations in the status of women. Because by this time 
most schoolteachers were women, the new tendency of women in 
general to smoke, drink alcoholic beverages, and expose more of their 
bodies in the ultramodern styles of dress had definite effects on the 
civil liberties of teachers if not on their academic freedom. 

Coincident with these changes came a fundamental overhauling of 
•the public school curriculum. * The basic philosophy of this recon- 
struction of the curriculum was thoroughly pragmatic. It aimed to 
prepare children to understand and cope with as many as possible of 
the complexities and contradictions brought about by the underlying 
changes just noted. Naturally, a curriculum designed to accomplish 
this end, particularly at the secondary and college levels, included a 
number of subjects involving controversial political and economic 
issues. This was a definite break with traditional American practice as 
formulated by Horace Mann. By this time, however, the public 
school was so well established that it could withstand the shock of free 
discussion of political and economic — though not yet religious — tissues 
which ordinarily di^dded the public. Besides, by thb time teacher 
training had made great strides in preparing teachers capable of these 
new responsibilities. 

As teachers attacked most issues under the protecting cloak of 
academic freedom, conservative pressure groups such as the American 
Legion, Daughters of the American Revolution, and chambers of 
commerce not infrequently demanded that teachers stop " rocking the 
ship of state.” In New York the Lusk Committee, already referred 
to as holding that the teacher should teach the social status quo and 
actively combat theories of social change, went on further to claim that 
“In entering the public school system the teacher assumes certain 

' “Liberty in Economic Teaching,” Owntaris Magaaru, 18; 229, March, 1900. 

' For an extended account of this curriculum movement, see supra, pp. 29^809, 
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obligations and must of necessity surrender some of his intellectual 
freedom. If he does not approve of the present social system or the 
structure of our government he is at liberty to entertain those ideas, 
but must surrender his public office.”* A decade later, during the 
depression, Massachusetts took the conservative leadership by 
demanding that teachers in the state swear a “loyalty oath” to the 
Constitution. 

The issue of academic freedom also came up in respect to religion 
as well as in resptect to politics and economics. Tennessee passed a law 
prohibiting the teaching of the scientific facts of evolution because 
supposedly repugnant to the revealed truths of religion. The famous 
Scopes trial at Dayton, Tennessee, resulted when an obscure high 
school teacher decided to teach the theory of evolution in spite of the 
state statute. Academic freedom, however, was no defense in the face 
of such an explicit statute. 

While perhaps a majority of people sympathized either openly or 
covertly with such restrictions, nevertheless the cause of academic 
freedom continued to make steady progress. The First World War 
"to make the world safe for democracy” and the Second World War 
to safeguard " the four freedoms ” caused people to take more and more 
seriously the idea of untrammcled discussion of controversial issues 
both in the public forum and in the public school. People came 
increatingly to see that progressive societies such as democracies were 
quite dependent on free speech in its various forms to reveal the blind 
alleys of the future as well as the broad avenues stretching indefinitely 
toward the horizon of tomorrow. 

Progress particularly was made during this period in delimiting 
and distinguishing the teacher’s civil liberty as a citizen from his 
academic freedom as a teacher. According to the American theory of 
civil liberty a teacher was free to speak his mind on any topic without 
fear of imprisonment so long as he did not incite to riot. If his remarks 
brought him unpopularity or loss of reputation or fortune, he had to 
.suffer the consequences. According to the theory of academic free- 
I ^om, however, the teacher was to be free, not only from fear of impris- 
1 inment, but also from loss of his teaching position. This added 
V )rotection, however, extended only to remarks of the teacher made 
within the field of his specialization. Beyond it he was to enjoy only 
the civil liberties of the citizen.* Infringements of either, however, 
were watchfully policed by committees on academic freedom of such 

‘ ReDohUionary Radicalitm, loc. eit, 

' For further diecuasion, see A. L. Ixiwell, At War urith Academic Traditions in 
America, pp. 267-272, Harvard University Press, Cambridge, Mass., 1934. 
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professional organizations as the American Association of University 
Professors. 


PBOORESS IN EDUCATION 

Whether or not, now, the school has served to point the way to 
social progress along political, economic, or other lines, has education 
itself within its own confines made net progress over the centuries? 
Any answer to such a question must be contingent on what is taken as a 
measure of progress. On the whole, progress seems most unmistakable 
in the realm of educational means, broadly conceived, and most debata- 
ble in the realm of educational ends. Perhaps this is because the 
former lend themselves more readily to quantitative estimation and 
because the latter, being qualitative, are much more difficult to assay. 

In looking back over the vast expanse of educational history there 
seems little doubt that great progress has been made in the number of 
children and adults to whom the benefits of formal education have been 
extended. From an insignificant percentage of ancient populations 
education has now become the prerogative of whole nations. But 
•even though some nations managed to arhieve high percentages of 
literacy under a program of universal compulsory education, there 
were still large populations on the earth’s surface in the middle of the 
twentieth century in which illiteracy still predominated. 

Not only has there been a progressively larger number attending 
school over the ages, but students have been able to pursue their 
education for longer and longer stretches of time. I’he yearly school 
term has lengthened, and, more important, the number of years spent 
in school has also increased. Mcmt advanced nations have gradually 
achieved universal elementary education. In spite of this accomplish- 
ment, much remains yet to he done in extending secondary-educa- 
tional opportunities to the mass of the population. 

Again, not only have more children studied in school for longer 
periods of time, but they have studied an ever-expanding and enriching 
curriculum. As society passed from nomadic, to pastoral, to agricultu- 
ral, to commercial, and finally to industrial economies, increased 
demands were made on the schools to prepare youth for more complex 
phases of economic life. Similarly, as society progressed politically 
from families, to tribes, to city-states, to nations, to empires, and finally 
in the middle of the twentieth century stood on the threshold of world 
political order, more exacting demands were steadily made on prepara- 
tion for citizenship. No less important in expanding the curriculum 
was the growth of knowledge itself. The lore of superstition and 
crude empirical observation has been extensively supplanted b] 
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philosophical speculation and modem scientific investigation. In fact, 
the cuiriculum has grown so vigorously and lustily in such a variety of 
directions that its mastery has long since surpassed the scope of any 
single mind and must now be compassed by the cooperative effort of 
individuals specializing in various parts. 

Not least in the vast expansion of human knowledge has been the 
progress made in knowledge of the educative process itself. The art of 
teaching, which was once so mysterious as to be thought a “gift,” is 
now something that can to a degree be acquired by almost anyone. 
Human nature, that most complex of all nature’s creatures, has yielded 
many of its secrets to philosophical and scientific study. Unless it had, 
the great increase in the number of trained teachers necessary to ensure 
the educated public of today would simply have been out of the 
question. 

Material equipment for the convenience of the schools and to 
expedite its purposes has also accumulated in ever-increasing amounts 
over the centuries, particularly the recent ones. School buildings have 
increased in number and appointments as the educational enterprise 
itself has e.xpanded in size. From porches and rented stalls they have 
steadily improved in architecture so that now in many communities the 
local school budding rivals the church and municipal buildings as the 
principal edifice in town. Incoiporated into these buildings now are 
health, sanitary, and safety features undreamt of in centuries gone by. 
To keep pace with the expanding curriculum, buildings have pro- 
gressively added shops, laboratories, gymnasiums, auditoriums, and 
libraries. Of all mechanical devices on wliich the steady advance of 
education has been dependent, the printing press has been the most 
indispensable. Not oidy lias the printing press enabled the schools 
gradually to fill their libraries, but it has in recent centuries made it 
possible for each child to have his own books. 

A last simple, quantitative measure of educational progress is the 
increasing amount of money that has come to be spent on it. From an 
item to be found only in the budgets of the well to do, education has 
come to be a charge on the much larger public purse. From a negligi- 
ble slice of the local public budget, it has come to be its single largest 
item. 

But in trying to audit the accounts of educational history and 
to cast up its balance of progress or retrogression, it is not enough to 
note its quantitative growth. One’s judgment will be uneasy unless 
he has assurance that education has progressed qualitatively as well as 
quantitatively. That increasing numbers of people are getting more 
education from an expanded curriculum under more trained teachers 
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in bigger and better buildings will be as nothing if the aims of that 
education are not pitched at the highest level or increasingly higher 
ones. But how is one to arrange educational aims in a commonly 
accepted hierarchy of values? What is the greatest common denomi- 
nator of educational values into which all the other educational aims of 
history are divisible? 

Of course, the answer to thig question depends on one’s educational 
philosophy. But progress in educational philosophy is not so easily 
marked as it can be in respect to curricula, methods, buildings, and other 
items just compared. It might seem obviously correct to say that over 
the ages educational philosophy has advanced from a theory that 
education should perpetuate the status quo to one that education 
should move the status quo nearer and nearer to goals that are unchang- 
ing and eternal in the heavens, to one that education should pro- 
gressively reconstruct the status quo by recognizing no aims as fixed and 
holding them all subject to constant revision. But, actually, there are 
many who seriously question whethtr the twentieth-century philosophy 
of progressive education is really a step in the direction of educational 
progress in the long run. Pragmatists might agree, but scholastics 
would disagree. 

Although progress in educational aims has been, is, and will 
probably long remain a debatable point, it is nevertheless notable that 
on one quality, or value, in the educative progress there has been grow- 
ing imanimity, and that is the supreme worth of human personality. 
From it has derived a Magna Charta of childhood, claiming for children 
recognition of their right to grow and develop physically, intellectually, 
and morally into full and normal adulthood. Such a broad claim is a 
far cry from that early age when cluldren were virtually without 
rights and were regarded as chattels or even from those later ages 
when parents could still dispmse of their children's labor as an economic 
asset. 

The tone of this rdsumd of educational history has been on the whole 
optimistic. It would be a grave error, however, to overlook the fact 
that there has been and can yet be educational decay as well as educa- 
tional growth. The danger signs are not difficult to detect. Cultural 
lag is one of the first. When the curriculum of the school fails to keep 
abreast of current life, then watch out for an ebb in the vitality of 
education. Perhaps there will still be an apparent excitement about 
education pursued as an ornamental end in itself, but the skilled educa- 
tional practitioner will know from the clinical record of education that 
the excitement is a sign of disease rather than health. In fact, the 
history of education is full of laments when teachers have fallen into 



THE SCHOOL AND PROGRESS 


041 


the habit of teaching form instead of substance, school instead of life. 
In most cases, the slump has been brief and the recovery qjiick. But 
it should never be forgotten that there have been prolonged periods of 
educational retrogression, most notable, of course, being t^t which 
followed on the fall of the Roman Empire and which is sometimes 
known as the “ Dark Ages.” 

It should likewise be noted, before leaving this point, that signs of 
healthy progress in education can also be misread for signs of retrogres- 
sion and decay. All through the ages most persons have been so 
conventional that many of them have read any departure from custo- 
mary educational procedures as backsliding. Thus, youth have often 
been accused of being disrespectful to the gods and to their parents 
when their educators were merely seeking to find new ways of releasing 
their capacities to team. Again, educational progress does not always 
occur evenly in all directions. Decline in one direction may be com- 
pensated by progress in another. Thus, many have described the 
period that overtook Athens, at the height of her educational advance- 
ment, as a period of decline. The description is accurate if one has his 
eye only on the fact that there was a sharp decline in the number of fron- 
tier thinkers like Socrates, Plato, and Aristotle. On the other hand, if 
one will but realize how Hellenic culture was spread far and vide 
throughout the Aegean and Mediterranean after their deaths, one 
must acknowledge the tremendous educational progress ttiat took place. 
Indeed, even the decline of education wth the collapse of Rome can 
be similarly ^'iewed as compensated. Thus, the adulteration of culture 
that was Inevitable when the barbarians of northern Europe first tried 
to absorb Greco-Roman culture was really the necessary first step in 
laying the base for the brilliant culture of modem Europe. 

Although different items in the educational program vary in the 
clarity with which their progress down the centuries can be assayed, 
there can be no mistaking the great tidal forces of our society on whose 
ebb and flow educational progress and retrogression depend. Perhaps 
most elemental here are economic forces. On the whole, education has 
made its greatest progress when it has ridden the crest of economic 
prosperity. It has been most retarded in the trough of economic 
depression. The conditions of war and peace are similar elemental 
forces conditioning the advance and retreat of education. On the 
whole, war is a great deterrent to educational progress. Not only has 
it distracted the attention of men from the pursuit of learning, but in 
recent centuries it has become exceedingly destmetive of the economic 
resources so indispenable to creating the leisure on which education 
is predicated. Education thrives on peace and quiet, law and order. 



642 


A HISTORY OF THE PROBLEMS OF EDUCATION 


War may make learomg urgent, but it does not permit of the long-time 
maturation of talents whose season cannot be rushed. For this there i 
is needed, not only economic well-being and peace and security, but 
also one other elemental force, free political institutions. Unless the 
mind is free to pursue its own curiosity wherever the chase may lead, 
educational progress will be impeded by the aitificial barriers of 
prejudice and ignorance. 
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The following notes on bibliography are addressed not so much to the scholar 
as to the student of educational history. They will chiefly indicate to him where 
he can find ampler detail on items of interest that had to be greatly condensed in 
the foregoing text. 


OENKBAI. HISTORIES OF EDUCATION 

Historical materials in the foregoing chapters have been organized according 
to persistent problems of education rather than according to historical epochs. 
Instead of presenting the history of education as a whole, epoch by epoch, these 
chapters have broken education down into various recurrent problems, and the 
history of each of these followed out. Epochs of history such as antiquity, the 
Renaissance, colonial America, and the nineteenth century have been traversed 
again and again to trace the genesis of each of these problems, but on no occasion 
has a well-rounded view of any single epoch been given. The way in which 
evolving problems bore on each other contemporaneously or the way in which their 
parallel stages of development could be compared has been little developed, if at 
all, and then chiefly hinted at through cross references in footnotes. The student, 
therefore, who wants to get a picture of the whole aspect of education at any given 
time in the past should consult a more conventionally organized general history of 
education. 

There arc several good general histories of education. Most complete probably 
is the three-volume work of F. P. Graves, A History of Editcaiion before the Middle 
Ages (The Macmillan Company, Kew York, 1909), A History of Education during 
the Middle Ages (The Mucmillan Company, Kew York, 1910), and A History of 
Education in Modern Times (The Macmillan Company, New York, 1913). Also 
quite complete is the two-volume work of F. Eby and C. F. Arrowood, The History 
and Philosophy of Education (Prentice-Hall, Inc., New York, 1940), and The 
Development of Modern Education (Prcntiee-Hall, Inc., New York, 1934). The 
first of these two volumes, which carries the account down to about the Protestant 
Reformation, is, if anything, too complete in its quotations and the detail of its 
exposition. Another good multiple-volume history of education is that of P. 
Marique, History of Christian Education, 3 vols. (Fordham University Press, 
New York, 1924-1932). The emphasis in this account is not only on the Christian 
tradition but on the Catholic Christian tradition. Apparently unfinished is 
E. C. Moore, The Story of Instruction, 2 vols. (The Macmillan Company, New York, 
1936-1938). The two volumes of this publication bring Moore’s account down 
to the Renaissance, but a volume covering the modem period seems to be wanting. 

Briefer but still substantial accounts of the general history of education are 
those of P. Monroe, Textbook in the History of Education (The Macmillan Company, 
New York, 1905), E. P. Cubberley, The History of Education (Houghton Mifflin 
Company, Boston, 1020), S. Duggan, Students' Textbook in the History of Educa- 
tion (D. Appleton-Century Company, Inc., New York, 1936), and E. W. Knight, 
Twenty CerUuries of Education (Gina and Company, Boston, 1940). Of these, 
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Monroe’s text, though oldest and unrevised, is probably the best. Its chief laolc 
is an adequate account of modem national systems of education as influenced by 
industry and democracy. To be bracketed with these books, probably, is that of 
P. J. McCormick, History cf Education (Catholic University Press, Washington, 
D.C., 1915). At once the advantage and disadvantage of this book is the fact 
that it weights the medieval period so heavily. But then this is in accord with 
the oft-stated Catholic conviction that the thirteenth was the greatest of centuries. 
More balanced is W. T. Kane, An Essay toward a History of Education (Loyola 
University Press, Chicago, 1935). Less important full-length pictures of the 
history of education are those of two earlier writers, F. V. N. Painter, History of 
Education (D. Appleton-Century Company, Inc., New York, 1897), and T. 
Davidson, History cf Education (Charles Scribner’s Sons, New York, 1900). 

The Second World War and the era that it concluded seem to have brought the 
realization that our general histories of education were more or less out of date and 
urgently in need of revision. Three books, at any rate, appeared almost at once 
and are highly recommended now as being the best contemporary accounts of the 
general history of education. These are J. Mulbem, A History of Education 
(The Ronald Press Company, New York, 1946), R. F. Butts, A CuUurat Histerry 
of Education (McGraw-Hill Book Company, Inc., New York, 1946), and H. G. 
Good, A History of Western Education (The Macmillan Company, New York, 1947). 

Although J. F. Messenger, undertook to write an Interpretative History of 
Education (The Thomas V, Crowell Company, New York, 1031), his interpretations 
are seldom original so that he ends up wiUi a fairly conventional account of the 
history of education. Somewhat more bold is J. E. Hart, Democracy in Education 
(Century Company, New York, 1918), which he wrote from a detinitely sociological 
viewpoint. Readable as this book is, it probably skips too much of the factual 
detail of educational history. More thorough, if conventional, is P. R. Cole, 
History of Educational Thought (Humphrey Milford, London, 1931). In his 
Foundations of Modem Education (Farrar & Rinehart, Inc., New York, 1942), 
£. H. Wilds m<H% than any other author has tried to give a pedagogical organiza- 
tion to the detail of his chapters so that student readers will be able to select and 
remember the signifieant materials. 

Among foreign authors of educationai histories, the American student will 
probably find the following most readable: from Poland, W. Boyd, History of 
Western Education (A. & C. Black, Ltd., liondon, 1921), from France, G. Compayri, 
History of Pedagoyy (D. C. Heath and Company, Boston, 1885), from Germany, 
F. Paulsra, German Education, Past and Present (Charles Scribner’s Sons, New 
York, 1908). 

The student interested in the history of education during a particular epoch 
will find considerable literature dealing with such limited objectives. This is 
particularly true of the classical period of educational history. Among the more 
important books serving the etudeut here are S. S. laturic, Historical Survey of 
Pre-Christian Education (Longmans, Green and Company, New York, 1895), 
W. Hobhouse, The Theory andPracliee <f Ancient Education (G. E. Stechert & Com- 
pany, New York, 1895), K. J. Freeman, Schoole of HeUae (Macmillan & Company, 
Ltd., London, 1907), and W. Jaeger, Paideia (Basil Blackwell & Mott, Ltd., Oxford, 
1939), the latter two being especially good. Serving the period of the Renaiesance 
“ H. Woodward, Education during the Renaiseance, (Cambridge University 
Press, London, 1906). Covering the whole period from Greco-Roman civilization 
to the Renaiesance is E. H. Reisner, Historical Foundations of Modem Education 
(The MacmiUan Company, New York, 1927). This is a particularly good coverage 
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of the i^od. And ooTering the period thereafter is 8. Laurie, Hiatory ef Eduea- 
Uotud Cipinion since the Renaieeanee (Longmans, Green and Companjf, Nev York, 
1000). Dealing with just the period of the present century is A. E. Meyer, The 
Deselopment o/ Education in the Trnntieth Century (Prentice-Hall, lac., New York, 
1089). With the changes brought about by the Second World War, I. L. Kandel, 
Comparative Education (Houghton Mifflin Company, Boston, 1033), has become 
an important part of the history of education in the current century. 

The American student will be particularly interested in histories of education 
in the United States. R. G. Boone, Education in the United States: Its History from 
the Earliest Settlements (D. Appleton Company, New York, 1800), and E, G. 
Dexter, A History o/ Education in the United States (The Macmillan Company, 
New York, 1004), the two oldest histories, ore quite out of date. They have bera 
supplanted by three fairly good ones, E. P. Cubberley, Public Education in the 
United States (Houghton Mifflin Company, Boston, 1034), E. W. Knight, Educa- 
tion in the United States (Ginn and Company, Boston, 1041), and 8. G. Noble, 
A History of American Education (Farrar it Rinehart, Inc., New York, 1938). 
Cubberley ’a volume carries the moat detail but lacks the organization and reada- 
bility that Knight's possesses. Noble’s account will appeal particularly to the 
student with an interest in the curriculum. Unfortunately, general historians too 
often skimp attention to education, but fortunately this is not uniformly the case. 
Under the joint editorship of two eminent American historians, A. M. Scblesinger 
and D. R. Fox, the series on History of American Life (The Macmillan Company, 
New York, 1027-1034) carries good educational chapters with critical bibliog- 
raphies in each of vols. 6-10 and 12. A good brief history of American education 
is to be had in R. Finney, The American PuJUie Sdtool (The Macmillan Company, 
New York, 1021). 

For an excellent half to three-quarters portrait of American education the stu- 
dent should read F. Monroe, Founding of the American Public School System 
(The Macmillan Company, New York, 1940), a historical survey down to 1860. 
Completing this portrait, though not intended to do so, are C. F. Thwing, A 
History of Education in the United States since the Civil War (Houghton Mifflin 
Company, Boston, 1010), and, bringing Thwing’s account further up-to-date, 
the volume edited by I. L. Kandel, Twenty-five Years of American Education (The 
Macmillan Company, New York, 1929), which covers the first quarter of the 
twentieth century. 

A few histories deal not so much with limited periods as with limited phases 
of American education. None of the foregoing accounts, for instance, deals ade- 
quately with the development of Catholic schools in the United States, For this 
phase one must turn to J. A. Burns, and B. J. Kohlbrenner, A History of Catholic 
Education in the United States (Benziger Bros., New York, 1037). Again, one who 
wants to know more about education in the southern states should familiarize 
himself with two books of E. W. Knight, The Infhtenee of Reconstruction on Edu- 
cation in the South (Teachers College, Columbia University, New York, 1913), and 
Puhlie Education in the South (Ginn and Company, Boston, 1922). If one wishes 
hie history of American education pictorially documented, he should turn to 
R. H. Gabriel (cd.). The Pageant of A meriea, vol. 10, Chaps. 9-10 (Yale University 
Press, New Haven, 1928). Finally, for state histories of education the reader is 
referred to a bibliography in the Review of Educational Research, 6: 372-376, 420- 
431, October, 1036. For an evaluation of these histories he should see S. G. Noble, 
“An Evaluation of State Histories of Education," High School Journal, 12: 197- 
206, 272-276, 1020. 
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The (tudent should consult the foregoing histories of education, not only for 
cross-sectional descriptions of education in any epoch, but also for biographical 
detail about the great leaders in educational history. Inasmuch as many of these 
leaders have deserved mention in the discussion of more than one of the persistent 
problems of education in the text, it has seemed preferable to omit much early 
biographical data about them in the preceding pages rather than to fill these pages 
unnecessarily by repeating these data each time a new problem brought the same 
great name to the fore. The student who ia interested in this detail is well served 
by a variety of books organized on the lives and teachings of great masters. 
Early to set a pattern for this literature was R. H. Quick, Esaayt on Educational 
Reformers (D. Appleton-Ccntiiry Company, Inc., Kew York, 1897), which was a 
revision of a work published in the preceding decade. Later works on a similar 
scheme are W. H. Woodward, ViUorino da Feltre and Other Humanist Educators 
(Cambridge University fteas, London, 1897), J. W. Adamson, Pioneers of Modem 
Education (Cambridge University Press, London, 1905), F. P. Graves, Oreat Edu- 
cators of Three Centuries (The Macmillan Company, New York, 1912), and R. R. 
Rusk, Doctrines of the Great Educators (Macmillan A Company, Ltd., London, 
1918), and, most recent, R. Ulich, History of Eduralumal Thought (American Book 
Company, New York, 1945). Books devoted to individual men are too numerous 
and of too limited scope to mention here. Besides, the more important ones will be 
cited under later headings. 

In addition to the foregoing sources it would be a mistake not to remind the 
reader that in P. Monroe, Cyclopedia of Edticalion, 5 vols. (The Macmillan Com- 
pany, New York, 1911-1913), he will find many biographical and historical sketches 
on specific points otherw'isc often difficult to obtain. The bibliographical refer- 
ences in this cyclopedia, however, should be supplemcntprl and brought up to date 
by the extensive and carefully selected bibliography on educational history in the 
Review of Educational Research, October, 193D. 

For the student who wishes to consult sources, several collections have been 
published. E. P. Cubberley has publishi-d two of the b.-st of these. Readings in 
the History of Education (Houghton Mifflin Company, Boston, 1920) and Readings 
in Public Education in the United States (Houghton Mifflin Company, Boston, 
1934). P. Monroe, too, has published an excellent Source Book of the History of 
Education (The Macmillan Company, New Y’ork, 1921), but it covers only the 
Greoo-Roman period. Leas significant are A. O. Norton, Readings in the History 
of Education (Harvard University, Cambridge, Alass., 1909), and B. A. Hinsdale, 
Documents Illustrative of American Educational History (Report of the United 
States Commissioner of Education, 1892-1893, vol. 2, pp. 1225-1414). Akin to 
these books is Henry Barnard's American Journal of Education in some thirty 
volumes, which is a veritable storehouse of both European and American source 
materials. Somewhat different is J. K. Hart, Creative Moments in Education 
(Henry Holt and Company, Inc., New York, 1031), in which the "creative 
moments” are extracts from educatiorml classics connected into a running account 
of the history of education by the comment of the author. There have been 
numerous individual publications of major works of great educational leaders, but 
only the McGraw-Hill Book Company, Inc., has undertaken the publication of a 
series of Education Classics. Sources in this category will be mentioned later in 
their appropriate connections. Unique among collected and published sources on 
American education is P. Monroe, Readings in the Founding of the American Public 
School System, which has been published in the form of microfilm and is on deposit 
at leading and strntegicnlly located libraries in various parts of the United States. 
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CBAFTBB I — AlUa OP SDDCATION 

Two principal attempts have been made to describe the development of edu- 
cational aims, M. I. Emerson, Evolution of the Educational Ideal (Houghton Mifflin 
Company, Boston, 1014), and J. P. Monroe, The Educational Ideal (D. C. Heath 
and Company, Boston, 1006). By reading under the subtitle of Aims in each 
chapter of E. H. Wilds, Foundaiione of Modern Education (Farrar & Rinehart, Inc., 
New York, 1042), one can also piece together another fairly good account of the 
development of educational aims. Less ambitious but nevertheless very good is 
F. Paulsen, “The Evolution of the Educational Ideal” (Forum, 23: 508-608, 
July, 1807). Another good brief review is to be found in the New Educator’s 
Library, Ideal*, Aim*, and Method* of Education (Sir Isaac Pitman & Sons, Ltd., 
London, 1022). Summarising more recent educational aims is W. H. Burton, Intro- 
duction to Education (D. Appleton-Century Company, Inc., New York, 1034), and 
describing the nineteenth century is A. T. Hadley, “Educational Methods and 
Principles of the Nineteenth Century” (Educational Review, 28: 332-334, Novem- 
ber, 1004). And, finally, not to be neglected is The Purpote* of Education in 
American Democracy by the Educational Policies Commission of the National 
Education Association. 

CHAPTER It POLITICS AHD EOUCATION 

The best expositions of the relation of politics and education are to be found 
in the works of the masters themselves. Most important, of course, is Plato’s 
Republic, and next .\ri8totle’s Politic*, especially Bk. VI fl. Renaissance writers 
like Castiglione, The Courtier, and Klyot, The Rook of the Governor, should also be 
consulted. The thought of the Freiirh Revolution on this topic is beat brought 
together by F. LaFontainerie, Frewh Liberalism and Education in the Eighteenth 
Century (McGraw-Hill Book Company, Inc., New York, 1932). Among modern 
writers, of course, there is none to compare with J. Dewey, Democracy and Educa- 
tion (The Macmillan Company, New York, 1916). 

Among secondary accounts particular attention should be given to the writing 
of M. Curti, Social Idea* of A merican Educator* (Charles Scribner’s Sons, New York, 
1935). His book The Growth of American Thought, Chaps. 6-9, 11-12, 15, 24-25 
(Harper & Brothers, New Y'ork, 1943), affords excellent context in which to place 
educational developments. 1'hrcc doctoral studies have also made interesting 
contributions to the historical development of politics and education : A. O. Hansen, 
Liberalism and American Edueolion in the Eighteenth Century (The Macmillan 
Company, New York, 1926), J. J. Walsh, Education of the Founding Fathers o/ 
the Republic (Fordhara University Press, New York, 1935), and G. F. Kneller, 
The Educational Philosophy of National Socialism (Yale University Press, New 
Haven, 1941). There are two accounts of Fascism’s brief impact on education 
that complement each other, H. R. Morraro, The New Education in Italy, S. F. 
Vanni, Inc., New York, 1936, and L. Minio-Paluella, Education in Fasaat Italy 
1932-1940, Oxford University Press, Oxford, the latter of which is now in press. 
Curti, too, has written briefly but significantly from the historical viewpoint on 
“The Impact of 'Totalitarianism on American Education” (Educational Forum, 
6: 5-18, November, 1941). For a Catholic treatment of politics and education 
from a historical perspective, see J. D. Redden and F. A. Ryan, A Catholic Phi- 
losophy of Education, Chap. 18 (The Bruce Publishing Company, Milwaukee. 
1942). Finally there should perhaps be mention of C. Beard, The Unique Func- 
tion of Education in American Democracy, Chaps. 2-4 (National Education Asso- 
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ciation, Educational PolicioB Commission, 1037), and N. I. Edvards, Bducalion 
in a Democracy, Chap. 1 (University of Chicago Press, Chicago, 1041). 

CKA.FTEB III — NAnONALISU AND BDCCATiON 

The single best account of nationalism and education is undoubtedly to be 
found in E. H. Reisner, Nationaliem and EdveiUion sines 1780 (The Macmillan 
Company, New York, 1025). To bring Reisner’s story of nationalism in American 
education down to date, see Education for All American Youth, Chap. 6 
(National Education Association, Educational Policies Commission, 1044). For 
good background the student should consult C. J. H. Hayes, Essays in Nationalitm 
(The Macmillan Company, New York, 1037), H. Kohn, The Idea of Nationaliem 
(The Macmillan Company, New York, 1844), and M. Curti, The Growth of Ameri- 
can Thought, Chapa. 10, 16, 10 (Harper A Brothers, New York, 1043). Giving 
special attention to nationalism in the education of the eighteenth century are 
F. IstFontainerie, French Liberalism and Education in the Eighteenth Century 
(McGraw-Hill Book Company, Inc., New York, 1031), and A. O. Hansen, Liberal- 
iem and American Education in the Eighteenth Century (The Macmillan Company, 
New York, 1026). The nationalistic educational leanings of Rousseau can be 
examined in W. Boyd, The Minor Writings of Jean Jacques Rousseau, pp. 141-140 
(Blackie A Son, Ltd., Glasgow, 1011), and in E. H. Reisner, “Rousseau as an Expo- 
nent of Imposed Education,” (SJuud and Society, 27: 764-760, June, 1028). For 
education under that aggravated form of nationalism. National Socialism or 
Fascism, the student should read G. F. Kheller, The Educational Philosophy of 
National Socialism (Yale University Press, New Haven, 1041), and G. Gentile, 
The Reform of Education (Harcourt, Brace and Company, New York, 1022). A 
briefer account of nationalism and education by a thoroughly competent historian 
can be found in T. Woody, “ Education and National Culture ” {School and Society, 
52: 177-186, September, 1040). 

CHAPTBB IV — ^BCONOIflC INFLDXNCKS ON EDUCA'nON 

Historical literature lacks a comprehensive discussion of the role that economic 
forces have played in educational development. Fortunately, however, there are 
a number of good accounts limited to particular phases of this topic. The work of 
F. T. Carlton, Economic Influences on Educatiortal Progress in the United States 
1820-1850 (University of Wisconsin IVess, Madison, 1008), represents a pattern 
for a limited period that one could wish to have extended to many other periods os 
well. Much the same can also be said for M. Curti, The Social Ideas of American 
Educators (Charles Scribner’s Sons, New York, 1035), which in part is a discussion 
of the economic viewpoints of leaders in American education. Similarly, it would 
be good to have an expansion of the historical treatment of the economic factor in 
education that is given in J. Dewey and E. Dewey, Schools of Tomorrow, Chap. 0 
(E. P. Dutton A Company, Inc., New York, 1015). Valuable general background 
for the economic basis of the growth of educational thought and practice is to be 
found in M. Curti, The Growth of American Thought, Chaps. 13, 20, 27 (Harper A 
Brothers, New York, 1943). 

Dealing more specifically with the capitalistic cycle of prosperity and depression 
and its influence on education is the study of R. S. Pitkin, Public School Support in 
the United States during Periods qf Economic Depression (Stephen Day Press, 
Brattleboro, 1033). How Communism has conditioned educational policy is 
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noounted in S. Hsni and B. Heaaen, EdveaHottal PoUey in Smnel Simmo, Chap. 8 
(P. B. King A Son, Ltd., London, 1030). 

llie two beet narratives concerning education for economic efficiincy are to be 
found in L. F. Andeieon, Hitlory Manual and IndutbritA School Education 
(D. Appleton-Century Company, Inc., New York, 1986), and C. A. Bennett, 
Hiitory of Manual and Industrial Bdueation Up to 1870 and History cf Manual and 
Industrial Education, 1870-1017 (Manual Arts Press, Peoria, 111., 1026, 1037). 
Portraying just the apprenticeship phase of vocational education are R. F. Seybolt, 
Apprentieeship and Apprenticeship Education in Colonial New England and New 
York (Teachers 0>Uege, Columbia University, New York, 1017), and P. H. 
Douglas, Amenean Apprenticeship and Industrial Education, Chaps. 1-2, 7 
(Columbia University Press, New York, 1021). For just an outline ol the 
beginnings of workers’ education in this country, see the John Dewey Society 5th 
Yearbook, Workers^ Education in the United States, Chaps. 2-3, 10-12 (Harper A 
Brothers, New York, 1041). And for the attitude of organised labor toward both 
trade and general education there is nothing better than P. R. V. Curoe, Educa- 
tional Attitudes and Policies ef Organised Labor tn the United States (Columbia 
University Press, New York, 1026), although this volume needs bringing up to 
date to include the activities of the Congress of Industrial Organizationa, organized 
since its publication. 


cbapteh V — PiniosoPHY of education 

Much of the history of education is riuide up of the history of philosophical 
theories of education. Indeed, many general histories of education play up the 
evolution of educational theory more than they do the development of educational 
practice in line with these theories. Nevertheless, there are a number of histories 
that frankly and avowedly confine themselves to changes that have occurred in 
the theory or philosophy of education. Perhaps best is J. Adams, The Evolution 
cf Educational Theory (Macmillan & Company, Ltd., London, 1915). Good, 
but less critical, is O. Browning, A History of Educational Theories (Harper A 
Brothers, New York, 1905). Critical, but less thorough, is R. Ulich, History of 
Educational Thought (American Book Company, New York, 1945). Thorough, 
if somewhat burdened with quotations, is F. Eby, and C. F. Arrowood, History and 
Philosophy Education, Chaps. 8-9 (Prentice-Hall, Inc., New York, 1040). This 
volume, however, is only the first of a two-volume work, and its philosophical 
emphasis is not nearly so marked in the second volume. The development of 
educational philosophy in France is well if briefly sketched in The Yearbook 
of Educotion, 1936, pp. 368-877 (Evans Bros., London). Abbreviated sketches of 
major movements in general philosophy drawn as background for reading in educa- 
tioiukl philosophy can be found in the National Society lor the Study of Education, 
41st Yearbook, Pt. I, Philosophies of Education, Chap. 1 (Public School Publishing 
Company, Bloomington, 111., 1943), and in M. Demiashkevich, Introduction to the 
Philosophy of Education, Chaps. 1-2 (American Book Company, New York, 1935). 

These books, however, are only an introduction to the works of the great 
writers on educational philosophy themselves. The serious student should cei^ 
tainly read the two of Plato’s dialogues that deal most with education, Meno and 
The Republic, to which he should also add The Laws. Selections from and good 
commentary on The Republic are to be found in B, Bosanquet, Education in Plato's 
Rspublie ((Cambridge University Press, London, 1900), and in R. L. Nettleship, 
The Theorv of Bdueation in the RepMie of Plato (University of Chicago Press, 
Qiicago, 1906). In the same category of importance is Aristotle’s Polities, Bks. 
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VII and VIII. Making Aristotle’s thought more accessible to the student is J. 
Burnet, AritloUe on Education (Cambridge University Press, London, 1913). For 
the earliest exposition of a Christian philosophy of education the student should 
refer to the De magialro of St. Thomas Aquinas, which is translated and commented 
on in M. H. Mayer, The Philosophy of Teaching of St. Thomas Aquinas (The Bruce 
Publishing Company, Milwaukee, 1929). 

With the exception of Comenius's Didactica magna and Rousseau's EmiU nota- 
ble works on education with a philosophical base are infrequent before the nine- 
teenth century. For selections and interpretation of Comenius’s masterpiece, 
see M. A. Keatinge, Comenius (McGraw-Hill Book Ciompany, Inc., New York, 
1 931 ). For a similar treatment of Rousseau, see R. L. Archer, Rousseau on Educa- 
tion (E. Arnold, London, 1912). 

Among nineteenth-century educational philosophers the student should pay 
principal attention to Herbart’a AUgemeine Pddagogik and Umriss Pddagogischer 
Vorlesungen and to Froebel’s Mensehen Erziehung. The two works by Hcrbnrt 
have been made accessible to American students by H. M. Fclkin and E. Fclkin, 
Science of Education (D. C. Heath & Company, Boston, 1895), and by A. F. Lange 
and C. DeGarmo, Outlines of Pedagogical Doctrine (The Macmillan Company, 
New York, 1901). Froebel’s chief work has been translated by W. N. Ilailmanu, 
The Education of Man (D. Appleton-Century ife Company, Inc., New York, 1887). 
Lesser, yet significant, writers in educational philosophy in this century are 
K. Bosenkranz, Pedagogics as a System (11. P. Studley Company, St. Ix>uia, 1872), 
W. T. Harris, Psychologic Foundations of Education (D. Appleton-Century 
Company, Inc., New York, 1901 ), and T. Davidson, Education as World Building 
(Harvard University Press, Cambridge, Mass., 1925). 

The twentieth century has been very prolific in its production of educational 
philosophies. Preeminent in this period, of course, is J. Dewey, Democrncy and 
Education (The Macmillan Company, New York, 1916), to mention only his princi- 
pal contribution to educational philosophy. Of secondary importance arc H. H. 
Home, The Philosophy of Education (The Macmillan Company, New York, 1905), 
and F. S. Breed, Education and the Neio Realism (The Macmillan Company, New 
York, 1939). This period also witnessed the publication of the single best Catholic 
text, J. D. Redden and F. A. Ryan, A CrUholic Philosophy of Education (The Bruce 
Publishing Company, Milwaukee, 1942). Critical and comparative studies of 
educational philosophy are to be liad in J. A. MacVaiincI, The Educational Theories 
of Ilerbart and Froebel (Teachers College, Columbia University, Now York, 1905), 
W. H. Kilpatrick, Froebel’s Kindergarten Principles Critically Examined (The 
Macmillan Company, New York, 1916), and J. S. Brubacher, Modem Philosophies 
of Education (McGraw-Hill Book Company, Inc., New York, 19.39). 

Although the great philosopher Immanuel Kant gave only incidental attention 
to education, his educational point of view has been the subject of several books of 
which the student will probably find E. F. Buchner, The Educational Theory of 
Immanuel Kant (J. B. Lippincott, Philadelphia, 1904), most useful. Hegel, too, 
though education was only a small part of his great philosopliical system, has been 
the subject of two studies, F. L. Luquoer, Hegel as Educaioi (Columbia University 
Press, New York, 1896), and M. Mackenzie, Hegel’s Educational Theory and 
Practice (S. Sonnenschein & Company, Is>ndon, 1909). On the other hand, 
G. Stanley Hall, outstanding educator and genetic paycbologist, left his educational 
philosophy implicit in his works, from which G. E. Partridge finally abstracted and 
published it as Genetic Philosophy of Education (Sturgis and Walton, New York, 
1912). 
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CHAFTEB T1 — BDCCAHONAI. FBrCHOLOOT 

To date no history of educational psychology has been written. ' Fortunately, 
however, there are a number of good histories of general psychology through which 
the history of educational psychology can be traced. The best of these for the 
student of education is G. Murphy, Hitlorieal Introduetion to Modern PeyeluUogy 
(Harcourt, Brace and Company, New York, 1929). Other good histories, though 
giving little or no explicit attention to educational phases, are O. Klcmm, A Hilary 
of Psychology (Charles Scribner's Sons, New York, 1914), C. Spearman, Psychology 
down the Ages (Macmillan A Company, Ltd., London, 1937), M. Dcssoir, Outlines 
of the History of Psychology (The Macmillan Company, New York, 1912), and 
W. B. PiJlsbury, History of Psychology (W. W. Norton A Company, Inc., New York, 
1929). A similar volume, written from the Catholic point of view, is R. E, 
Brennan, Hialory of Psychology (The Macmillan Company, New York, 1945). 

While a comprehensive history of educational psychology remains to be 
written, a number of specific historical studies are accumulating out of which such a 
study may some day be undertaken. Thus, H. C. Warren has written a History 
of Aseodaiion Psychology (Charles Scribner’s Sons, New York, 1921);V.T. Thayer, 
has written on The Misinterpretation of Locke osaF ormalist in Education (University 
of Wisconsin Press, Madison, 1921); and C. A. Hart, has given an exposition of 
The Thomislic Concept of Mental Capacity (Catholic University of America, Wash- 
ington, D.C., 1930). F. N. Freeman has made a start on a history of Individual 
TMfiercncet, Chap. 1 (Henry Holt and Companj', Inc., New York, 1934), which he 
followed up with Mental Tests, Their H isUrry. Principles, and Applications (Hough- 
ton Mifflin Company, Boston, 1939). The beginnings of mental hygiene are briefly 
skntchctl by 0. S. Stevenson, in the Review of Educational Research, vol. 6, Chap. 1, 
and of guidance by F. .1. Allen, Principles and Problems in Vaenlianal Guidance, 
Chap. 1 (McOruw-IIill Book Company, Inc., New York, 1927). For the develop- 
ment of educational psychology over limited periods of time, see 1. L. Kandel, 
Twenty-five Years of American Education, Cliaps. 4-5 (The Macmillan Company, 
New York, 1929), and W. S. Monroe, Ten Years of Educational Research (Univer- 
sity of Illinois Press, Urbane, 1928), 

Of the more important original works in psychology that have greatly influenced 
the subsequent course of educational history, the student should certainly examine 
Aristotle’s Psychology, lie should also familiarize himself with John Locke’s 
much later Conduct of the Human V nderstanding. In the nineteenth century the 
outstanding work was Herbart's Umriss pddagogischer Vorlesungen, which A. F. 
I^angc and C. DcGarmo translated under the title of Outlines of Pedagogical Doctrine 
(The Macmillan Company, New York, 1901). Sometimes overlooked but also 
very important in this period is A. Bain, Education us a Science (D. .4ppleton- 
Century Company, Inc., New York, 1879). At the very end of this period one 
should consult a famous brochure by J. Dewey, " Interest as Related to the Train- 
ing of the Will" (National Hcrbart Society Y'earbook, 1895). 

By all odds the principal work of the twentieth century is E. L. Thorndike, 
Educational Psychology, 3 vols. (Tcochers College, Columbia University, New Y'ork, 
1920). Very significant but much more limited in scope is G. S. Hall, Adoleseenee 
(D. Appleton A Company, New York, 1904). The best popularization of educa- 
tional psychology in the first part of this century, though published right at the end 
of the last century, is W. James, Talks to Teachers on Psychology (Henry Holt and 
Company, Inc., New York, 1899). Another attractively written half historical 
and half philosophical account is B. Bode, Cmfliding Psychologies of Learning 
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(D. C. Heath and Company, Boston, 1929}. For a comparative study of educa- 
tional psychologies in the twentieth century the interested student should consult 
the JfaUotial Society for IheStudyof Education, 41st Yearbook, Ft, II, The Piydiology 
of Learning (Public School Publishing Company, Bloomington, HI., 1942). 

CEaPTEB TU — METHOD 

To form a more intimate understanding of the development of methods of 
instruction and discipline prior to modem times, the student can do no better than 
to sit at the feet of the master teachers themselves. Por a better appreciation of 
the Socratic method, read almost any of the Platonic dialogues, but especially the 
Meno. For an excellent early portrayal of methods of instruction in literature, 
grammar, and rhetoric, see the Roman Quintilian, Instiiulet q/' Oratory. The 
Judaeo-Christian contribution to method is beat to be found in scattered references 
throughout the Bible. Of course, Jesus’ method is best seen in the New Testament 
narratives of Matthew, Mark, Luke, and John. A good glimpse of medieval 
methods ihay be seen in F. Winterton, “The Lesson of Neo-Scholasticism’’ 
{Mind, 13: 397—400, July, 1888). Humanistic methods of the Renaissance can 
best be read in W. H. Woodward, Erasmus concerning Education (Cambridge 
University Press, London, 1904), but especially in the accounts of Jesuit schools 
given by E. A. Fitxpatriek, St. Ignatius and the Ratio Studiorum (McGraw-Hill Book 
Company Inc., New York, 1933), T. Hughes, Loyola and the Educational System 
of the Jesuits, pp. 232-246 (Charles Scribner’s ^ns. New York, 1897), R. Schwicke- 
rath, Jesuit Education: Its History and Principles, pp. 468-474 (B. Herder, St. 
Louis, 1903), and T. Corcoran, Studies in the History of Classical Teaching, pp. 
236-247 (Longmans Green A Co., London, 1911). To catch the spirit of the 
trend away from Humanistic methods toward both practical and disciplinary 
techniques the student should read Locke’s Some Thoughts Coneemirtg Educa- 
tion. For an excellent sample of rules of discipline in the post-Eenaissance period, 
see F. LaFontainerie, The Conduct of the Schools of Jean Baptiste de LaSalle (Mc- 
Graw-Hill Book Company, Inc., New Y’ork, 1935). 

cHaPTEB via — METHOD — Continued 

The development of modem techniques of instruction may be said to commence 
with the rise of modern science in the seventeenth century. The first effect that 
the new attitude toward nature had on methods of instruction is fairly well seen 
in such selections from and commentary on great authors as M. A. Keatinge, 
Comenius (McGraw-Hill Book Company, Inc., New York, 1931), and R. L. Archer, 
Rousseau on Education (Edward Arnold A Co., London, 1912). For the way in 
which Pestalozzi and Froebel organized the insights of Comenius and Rousseau 
into a practical pedagogy of the classroom the more earnest student should 
read such further selections and commentary as are offered by L. F. Anderson, 
Pestalozzi (McGraw-Hill Book Company, Inc., New York, 1931), and J. L. Hughes, 
Froebd' s Educational Laws for All Teachers (D. Appleton-Century Company, Inc., 
New York, 1897). The closely related yet distinctive method of Herbart can best 
be read in A. F. Lange and C. DeGarmo, Outlines o/ Pedagogical Doctrine (The 
Macmillan Company, New York, 1901). For the contemporary but still more 
distinctive method of Lancaster, see J. F. Reigart, The Lanoahterian System 
Instruction in the Schools of New York City (Teachers College, Columbia University, 
New York, 1916). Dewey’s contribution to method in the twentieth century can 
be gathered from his The Child and the Curriculum (University of Chicago ftesa. 
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ChieaBO) 1603), Hmo lYa ThinJi (D. C. Heath and Company, Boston, 1010), 
Dtmoeraey and Bdveation (The MaemiUan Company, New York, 1016), and the 
volume he wrote with Elvelyn Dewey, SehooU of Tomorrow (E. P. Dutton A Com- 
pany, Inc., New York, 1016). 

Quite a considerable literature — too extensive to mention more than a few 
outstanding samples — has grown up in exposition and interpretation of Festaloszi, 
Froebel, and Herbart. On Pestalozzi, see J. A. Green, Life and Work of Peshilozoi 
(W. B. Clive, London, 1013). On Froebel, consult H. C. Bowen, Froebel and 
Education Through Seif-aeliinty (Charles Scribner’s Sons, New York, 1803). Of 
Herbart there are several secondary accounts: C. DeGarmo, Herbart and the 
Herbartiana (Charles Scribner’s Sons, New York, 1B05), G. Compa}rr6, Herbart 
and Education by Inatruetion (The Thomas Y. Crowell A Company, New York, 
1007), J. Adams, HerbartianPeydiology Applied to Education (D. C. Heath andjCom- 
pany, Boston, 1608), and G. B. Randels, Doetrinet of Herbart in the United Statea 
(University of Pennsylvania Press, Philadelphia, 1000). But see also J. A. 
MacVannel, The Educational Theoriea of Herbart and Froebel (Teachers College, 
Columbia University, New York, 1005), and P. R. Cole, Herbart and Froebel: an 
Attempt at Syntheaia (New York, 1007). 

A few authors should be mentioned, not as great iruiovators of instructional 
method, but as able popularizers of good methods. Widely influential in mid- 
nineteen eentury was D. P. Page, Theory and Practice of Teaching (A. S. Barnes A 
Co., New York, 1847), who more or less took for his pattern the very successful 
B. R. Hall, Leeturea on School Keeping, newly edited by A. Wright, and G. E. Gard- 
ner (Dartmouth Press, Hanover, N.H., 1029). Early to popularize Pestalozzian 
methods in the United Statea was H. Mann, Leeturea on Education, No. 7 (Marsh, 
Capen, Lyon A Webb, Boston, 1840). Charles McMurry, Elementa of General 
Method (Public School Publishing Company, Bloomington, 111., 1892), and his 
brother Frank McMurry, The Method of the Recitation (The Macmillan Company, 
New York, 1898), did much thesame fortheHerbartiantcchniqueofinstruction. 
Combining the principles of Pestalozzi, Froebel, and Herbert was F. W. Parker, 
Talka on Pedagogica (E. L. Kellogg A Co., New York, 1894). Great popularizer 
of Dewey’s conception of method was W. H. Kilpatrick, Foundaliona of Method 
(The Macmillan Company, New York, 1925). 

To gain aa insight into the methods of such great teachers as Mark Hopkins, 
Louiz Agassiz and James Mill, who profoundly influenced their pupils but who 
never directly studied the technique of instruction, see H. Peterson, Great Teaehera 
(Rutgers University Press, New Brunswick, N.J., 1946). 

Other important links in the chain of development of educational method have 
been contributed by W. A. McCallister, Growth of Freedom in Education (Richard 
R. Smith, New York, 1931), P. £. Harris, Changing Conceptions o/ SchodDiacipline 
(The Macmillan Company, New York, 1936), L. C. Mossman, Changing Coneep- 
tiona Relative to the Planning of Leaaona (Teachers College, Columbia University, 
New York, 1924), V. T. Thayer, The Paaaing of the Recitation (D. C. Heath and 
Company, Boston, 1928) and W. H. Burton, "The Problem Solving Technique — 
Its Appearance and Development in American Texts on General Method " (Educa- 
tional Method, 14: 139-195, 248-253, January, February, 1935). In addition, 
there are two good brief accounts of the activity method, one by T. Woody, in 
National Society for the Study of Education, 33d Yearbook, The Activity Move- 
ment, Pt. II, Chap. 2 (Bloomington, HI., Public School Publishing Company, 1934), 
and one by G. Schoenohen, The Activity School, Chapa. 1-2 (Longmans, Green A 
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Company, New York, 1040). For the development of educational methoda in the 
first quarter of the twentieth century see I. L. Eandel, Tweidy-Jae Yeara 0 / Ameriean 
EdwxaUm, Chap. 6 (The Macmillan Company, New York, 1020). 

CHAPTEB IX — CrBBlCnLDM 

The history of the eurriculum in its several branches has to be assembled from 
a variety of sources. Endeavoring briefly to see the whole sweep of curriculum 
development is J. M. Gwynn, Curriculum Principles and Social Trends, Chap. 1 
(The Macmillan Company, New York, 1043). Working shorter periods more 
intensively are such books as E. H. Reisner, Historical Foundations of Modem 
Education, Chap. 3 (The Macmillan Company, New York, 1927), which describes 
the genesis in classical times of the basic curriculum of Western civilisation. Very 
adequately bringing this account up to date with broad emphasis on secondary 
education is W. L. Uhl, The Secondary School Curriculum, Chaps. 1-8 (The Mac- 
millau Company, New York, 1927). Stressing the modernization of this curricu- 
lum, especially in England, is F. Watson, The Beginning of the Teaching of Modem 
Subjects in England (Sir Isaac Pitman & Sons, Ltd., London, 1000). In this 
country the volume that pays moat attention to curriculum development is S. G. 
Noble, A History 0 / American Education, Chaps. 4-5, 12, 16, 18 (Farrar & Rine- 
hart, Inc., New York, 1938). A good but briefer account is to be found in H. Rugg, 
American Hfe and the School Curriculum, Chaps. 7-8 (Ginn and Company, Boston, 
1036), and E. P. Cubberley, Public Education in the United States, Chap. 18 (Hough- 
ton MifiUn Company, Boston, 1934). Stressing the American colonial period 
are two items, C. Meriwether, Our Colonial Curriculum 1607-1776 (Capitol Publish- 
ing Company, Washington, D.C., 1907), and R. F. Seybolt, “Notes on the (Uirricu- 
lum in Colonial America" (Journal of Educational Research, 12; 275-281, 370-378, 
November, December, 1925). Revealing the old-time curriculum through its 
textbooks is C. .Johnson, Old Time Schools and School Books (The Macmillan Com- 
pany, New York, 1925). 

One may consult Monroe's Cyclopedia of Education for the manner in which 
many individual subjects have gained admission to the curriculum. The relatively 
brief sketches given there can hr supplemented by a varlet.y of other studies: on 
reading, R. R. Reeder, Historical Development of School Headers and Methods of 
Teaching Reading (The Macmillan Company, New York, 1900); on writing, W. C. 
Bates, “Boston Writing Masters before the Evolution” (New England Magazine, 
25: 403-418, December, 1898), and A. Heck, The English Writing-masters and 
Their Copy-books (University Press, Cambridge, Mass., 1931); on arithmetic, W. S. 
Monroe, The Development of Arithmetic as a School Sulfect (U.S. Bureau of Educa- 
tion, Bulletin 10, 1917); on literature and science, W. Goodsell, The Conflict of 
Naturalism and Humanism (Teachers College, Columbia University, New York, 
1010), and P. Becsiey, The Revival of the Humanities in American Education 
(Columbia University Press, New York, 1940); on grammar, R, L. Lyman, English 
Grammar in American Schools before 1850 (U.S. Bureau of Education, Bulletin 12, 
1921); on history, H. Johnson, An Introduction to the History of the Social Sciences 
in School (Charles Scribner’s Sons, New York, 1932); on the fine arts, E. B. Birge, 
History of Public School Music in the United States (Oliver Ditson Company, 
Philadelphia, 1937), L. F. Sunderman, “History of Public School Music in the 
United States 1830-1890" (Educational Record, 22: 205-211, April, 1941), F. V. 
Nyquist, “Some Historical Aims of Art Education ” (School and Society, 26: 25-31, 
July, 1927), G. Whitford, “Brief History of Art Education in the United SUtos" 
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(Elementary Sdnol Jmirrud, 24: 102--115, October, 1923), and the Progrenive 
Education Association, Commission on the Secondary School Curriculum, The 
Visual Arts, pp. 1-9; on physical education, E. A. Rice, A Brief History of Physical 
Edveation (A. S. Barnes & Co., New York, 1926), N. Schwendener, A History of 
Physical Education in the United States (A. S. Barnes ^ Co., Now York, 1942), 
and F, E. Leonard, A Guide to the History of Physical Education (Lea A Febiger, 
Philadelphia, 1923) ; on vocational education, L. F. Anderson, History of Manual 
and Industrial School Education (D. Appteton-Century Company, Inc., Now York, 
1926), two volumes by C. A. Bennett, A History of Manual and I ndustrial Edveation 
Up to 1870 and A History of Manual and Industrial Education 1870-1017 (Manual 
Arts Press, Peoria, 111., 1926, 1937), J. F. Scott, Historical Essays on Apprenticeship 
and Vocational Education (Ann Arbor Press, Ann Arbor, Mich., 1914), H. R. Smith, 
Development of Manual Training in the United States (Intelligencer print, lAncaster, 
Pa., 1914), and R. F. Seybolt, Apprenticeship and AppreiUiceship Education in 
Colonial A’ew England (Teachers College, Columbia University, New York, 1917); 
on business education, B. R. Haynes, History of Business Education in the United 
States (South-Wcatem Publishing Company, Cincinnati, Ohio, 1935), and E. G. 
Knepper, History of Business Education in Ike United States (Bowling Green, 
Ohio, 1941); manners, Mason, J. B., Gentlefolk in the Making, (University of 
Pennsylvania Press, Philadelphia, 1935). 

No history' of the development of extracurriculum activities exists at present. 
Before it con be written, however, there must be a number of individual researches 
such as D. Potter, Debating in the Colonial Chartered Colleges (Teachers College, 
Columbia University, New York, 1944). 

OHAiH'KK X — rt.'BBicuLUM— Conlinued 

The history of the theory of curriculum construction has yet to be written. 
Dealing with the controversy between the prescribed and the elective ourriculum, 
but only at the college level, is U. F. Butts, The College Charts Its Course (McGraw- 
Hill Book (’umpany, Inc., New Aork, 1939). For the earliest sociological approach 
to the curriculum one must read II, Spencer, Education; Intellectual, Moral, and 
Physical (D. .Applcton-Cciitury Company, Inc., New York, 1883), especially the 
essay on What Knowledge Is Alost Worth?” To get a better appreciation of the 
Hcrbartian organization of the curriculum based on culture epochs and correla- 
tion, see C. DeCarmo, Ilerlmrl and the Herhmlians, pp. 104-139 (Charles Scribner's 
Sons, New York, 1895), and C. A. McMurry, Elements of General Method, Chap. 4 
(Public School Publishing Company, Bloommgtoii, 111., 1892). 

To understand the pragmatic approach of the twentieth century to the curricu- 
lum the careful student should not fail to read the trail-blazing brochure of John 
Dewey’s, The Child and the Curriculum (University of Chicago Press, Chicago, 
1903). These views were matured and enlarged in Dewey’s Democracy and 
Education (The Alacmillsn Company, New York, 1916), where Dewey devotes a 
considerable number of chapters to the problems of tlie curriculum. For an early 
account of the ferment that seientihe curriculum building stirred up, see H. Rugg, 
American Life and the School Curriculum, Clhap. 10 (Ginn and Company, Boston, 
1936). This ferment culminated in one of the most important y'carbooks of the 
National Society for the Study of Education, the twenty-sixth, The Foundations 
and Technique of Curriculum-making, Pt. I, Chaps. 1-5, Pt. II (Public School 
Publishing Company, Bloomington, 111., 1926, 1930). The publication of another 
professional society should also be added here. National Curriculum Society, 



666 


A HISTORY OF THE PROBLEMS OF EDUCATION 


Committee on Integration, IrUegraUon: lit Meaning and Applieatian, Chape. 10-14 
(D. Appleton-Centuiy Company, Ino., New York, 1937). 

Once the movement for curriculum reconstruction was in full swing, a number 
of books appeared on the theory of curriculum construction of which the more 
important are H. J. Caswell and D. S. Campbell, Curriculum DeodopmaU (Amerioan 
Book Company, New York, 1935), J. K. Norton and M. A. Norton, FmndaHoni 
of Curriculum Building (Ginn and Company, Boston, 1936), and J. M. Qwynn, 
Curriculum Principlet and Social Trend*, C^ps. 6-7 (The Macmillan Company, 
New York, 1943). 

Great changes in the curriculum called attention to the need for better guidance. 
The l>e8t narrative of the evolution of guidance as part of the school program is 
J. M. Brewer, History oj VoeoHonal Ouidanee (Harper A Brothers, New York, 1942). 

CHAPTUB ZI — BBUOIOITB AND MOHAI, BDUCATION 

When one considers the great scholarship that has been centered in the field of 
religion and morals in general and religious and moral education in particular, it is 
quite surprising to find at the present time no thorough and comprehensive history 
of religious and moral education. The most carefully undertaken work in this 
field is L. J. Sherrill, The Rise of Christian Education (The Macmillan Company, 
New York, 1944), but unfortunately this account stops at about the Renaissance 
and at that is pitched at a level beyond the usual student interest. C. H. Benson’s, 
Popular History of Christian Education (Moody Press, Chicago, 1043), remedies 
Sherrill’s incompleteness by covering the whole span of Christian religious and 
mor^ edqcation down to the present time, but is, by SbciriH’s standards, too super- 
ficial. Brief introductions to the history of religious and moral education can be 
found in G. A. Coe, Education in Religion and Moral*, Chap. 21 (Fleming H. Revell 
Company, New York, 1004), P. H. Lots and L. W. Crawford, Studies tn Religiout 
Education, Chap. 1 (Cokesbury Press, Nashville, Tenn., 1931), J. F. Williams, The 
New Education and Religion, Chap. 2 (Association Press, New York, 1045), and, 
best of these brief introductions, G. H. Betts, The Currietdum of Religious Educa- 
tion, Chaps. 2-8 (Abington-Cokesbury Press, New York, 1929). Covering the 
general history of religious and moral education through an account of great 
personalities in the field is T. F. Kinloch, Pioneers of Religious Education (Oxford 
University Press, London, 1930). 

If a single scholarly narrative of the whole period of religious and moral educa- 
tion is lacking, thedeficit ismadeupinpartby theexistenoeof anumber of individ- 
ual researches of limited scope. Two of these have been contributed by F. H. 
Swift, “Athenian Religioua and Moral Training’’ (Open Court, 36 : 321-338, 
385-405, June, July, 1921) and Education in Ancient Israel (The Open Court 
Publishing Coippany, LaSalle, 111., 1919). Another contribution to the history of 
Jewish religious aud moral education is N. H. Imber, Education and the Talmud 
(Report of the United States Commissioner of Education, 1804-1806, vol. 2, pp. 
1795-1820). 

Introducing the Christian era is G. Hodgson, PrimtUBe Christian Education 
(T. & T. Clark, Edinburgh, 1006). With diverse religious traditions definitely in 
mind N. Hans covered a wide area in his Educational TradUione in the Britieh 
Commonwealth of Naiiota and the UnUed States cf AmerieaYeaxhooktil'Ed.wsa.ixsa, 
1038, Pt. XI, pp. 740-014 (Evans Brothers, London). For a narrative covering just 
one of the United States, see G. Stewart, A Hietory of Religioue Education in 
Connedieul (Yale University Press, New Haven, 1924); for a narrative of just the 
period before the nineteenth century, see A. A. Holts, A Study gf the Moral and 
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BtHfioiia KUmtnti in American Educatien Up to 1800 (George Baota Publialiing 
Company, Menaaha, Wia., 1017). An excellent account of the Puritan attitude 
towari education in thia aasne period ia to be had in S. Fleming, Children ond 
Pvrilaniem, Chap. 10 (Yale University Press, New Haven, 1033). The Catholic 
tradition is well represented by two works of limited teope of which the first is 
R. G. Bandas, CatedieUeal MeUiode, Chap. 1 (Joseph F. Wagner, Inc., New York, 
1020). The opening chapter in this book has been expanded by J. J. Baierl, 
R. O. Bandas, and J. Gn llina into Rdigioue InUruelian and Edveation (Joseph F. 
Wagner, Inc., New York, 1038), which ia the beat history in this field by Catholic 
authors. Embracing approximately the last century and a half of Christian 
education is A. A. Brown, A Hietory of Religumt Education in Recent Timet (Abing- 
ton-Cokesbury Press, New York, 10^). 

The secularisation of education in the nineteenth century has received treat- 
ment from both a Catholic investigator, B. Confrey, Seeulariem in American 
Education (Catholic University Press, Washington, D.C., 1031), and a Protestant 
one, S. W. Brown, The Seeularitaiion o/ Amertean Education (Teachers College, 
Columbia University, New York, 1012). Tracing thia movement in several 
of the leading states are S. Bell, The Church, the State, and Education in 
Virginia (Science Press, Lancaster, 1030), S. M. Smith, The Relation of the State to 
Religiout Education in Maetachusetit (Syracuse University Book Store, Syracuse, 
N.Y., 1026), and A. J. Hall, Religiout Education in the Public Schoeli of 
the State and City of New York (University of Chicago Press, Chicago, 1614). The 
part that Horace Mann had to play in this movement is well established in R. B. 
Culver, Horace Mann and Religion in the Mattachuietts Public Schoolt (Yale 
University Press, New Haven, 1029). A more recent historical reexamination of 
the relation of church and state in education is C. H. Moehlman, School and Church 
(Harper ft Brothers, New York, 1944). 

niere are numerous histories of the Sunday school movement, which, beginning 
before the divorce of church and state was widely agitated, prospered mightily after 
it became complete in thia country. Probably best among these are H. F. 
Cope, The Evolution of the Sunday School (Pilgrim Press, Boston, 1911), M. C. 
Brown, Sunday School Moeemente in America (Fleming H. Revell Company, New 
York, 1601), and E. W. Rice, The Sunday School Movement and the Sunday School 
Union 1817-1017 (American Sunday School Union, Philadelphia, 1917). For 
beginnings of a return to weekday religious instruction, see C. Zollman, "Histor- 
ical Background of Religious Day Schools” (Religiout Education, 21: 80-00, 
February, 1026). 

To gain perspective for the great “religious-education” movement of the 
twentieth century the student will probably do well to read biographical sketches 
of two great leaders whose divergent points of view tended to define the educational 
issue of the century. For a great exponent of evangelism, see J. W. Prince, 
Wesley on Religiout Education (The Methodist Book Concern, New York, 1026), 
and for a pioneer of the "educational” viewpoint, see A. J. W. Myers, Horace 
BuAndl and Religiout Education (Menthome & Burack, Inc., Boston, 1037). 
Tracing thia conflict out in some detail is H. Elliott, Can ReligUmi Education be 
Chrittiant Chap. 3 (The Macmillan Company, New York, 1940). Farther histori- 
cal analysis for a related controversy is to be had in H. J. Schneider, "Dualism 
in Modem Theories of Moral Education” (Educational Review, 52: 372-384, 
November, J016). Schneider clearly betrays the influence of the thought of John 
Dewey, whose treatment of moral education in the last chapter of his Democracy 
and Education (The Macmillan Company, New York, 1016) must be examined 
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to underataad the de^elopntents of the twestieth centiuy. The John Dewoy 
of the religioug-educatioa movement and ideological heir to Bnahnell u G. A. Coe, 
whose major oontribution to this controversy is his A Social Theory cif Rdigioui 
Education (Charles Scribner’s Sons, New York, 1917). For a review of “Forty 
Years of Religious Education’’ by a Catholic, a Jew, and a Protestant, see Reitgtous 
Education, 39: 259-281, September-October, 1944. 

’The character-education movement, which was an outcome of the religions- 
education movement, is documented by two short articles, H. V. Meredith and 
J. C. Manry, "Brief History of Character Education’’ (VnivertUy o/ louxt, 
BuUetin 290, 1932), and L. V. Glasscock, “The History of C^racter Education’’ 
{Educational Method, 11: 351-368, March, 1932). The latter article contains a 
further bibliography on the growth of this movement. For “ Character Education 
in Perspective” see the January number for 1929 of Reliffious Education, vol. 24. 

CHAPTBB XU — PORUAL AND INFOBUAL EDUCATION 

There is no literature worth the mention on the way in which formal schooling 
emerged out of informal educational practices. Perhaps this history can best be 
recovered at present by a sociological study of modem primitive cultures. If this 
hypothesis is acceptable, the student will be well repaid by a reading of W. D. 
Hambly, Ortpins o/ Education among Primitive Peoples (Macmillan & Company, Ltd., 
London, 1926), and A. J. Todd, The Primitive Family os an Educational Agency 
(O. P. Putnam A Sons, New York, 1913). 

On the home as a type of informal education, there is only one account that is 
even a beginning at the sort of comprehensive story that needs to be written. It 
is W. Goodsell, A History of the Family as a Social and Educational Institution 
(The Macmillan Company, New York, 1915). Treating education in the family 
much more incidentally, although against an extensive background of sociological 
data, is A. W. Calhoun, A Social Hilary of the American Family from Colonial 
Times to Ae Present (The Arthur H. Clark Company, Glendale, Calif., 1917-1919). 
Intensive investigation of a narrow segment of the total front here has been well 
done by A. L. Kuhn, in her The Mother's Role in Childhood Education: Neu> Eng- 
land Concepts, 1830-1860 (Yale Univerdty I’ress, New Haven, 1947). A few 
notes on the history of parental education can be gleaned from the National Society 
for the Study of Education, 28th Yearbook, Pre-school and Parental Education, 
Chap. 2 (Public School Publishing Company, Bloomington, 111., 1929). 

’The history of adult education, as a phase of informal education, is best done by 
an eminent American historian, J. T. Adams, Frontiers of American Culture (Charles 
Scribner’s Sons, New York, 1944), but, unfortunately, not in that author's best 
maimer. Much slighter accounts are M. A. Cartwright, Ten Years cf Adult 
Education (The Macmillan Company, New York, 1935), and L. Bryson, AduU 
Education, Chap. 2 (American Book Company, New York, 1936). On individual 
types of adult education a number of things have been written, as C. B. Hayes, 
The American Lyceum (U.S. Office of Education, Bulletin 12, 1932), J. S. NoSsinger, 
Correspondence Schools, Lyceums, Chautauquas, Pt. I, Chap. 1, Pt. II, Chaps. 1-2 
(The Macmillan Company, New York, 1926), R. F. Scybolt, The Evening School 
of Colonial New York City (University of the State of New York, Albany, 1921), 
O. D. Evans, Educational Opportunities for Young Workers, Chaps. 1-8 (’The 
Macmillan Company, New York, 1926), W. H. Drai>er, University Extension 1873- 
1923 (University Press, Cambridge, England, 1923), A. L. Hall-Quest, The Vniver- 
tUy Afield, Chap. 1 (The Macmillan Company, New York, 1926), and IV. S. Bittner, 
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The Vnkereity Exteneion Meuemeni (JU.S. Bureau of EdueaHon, BuUeUn M, Wadi- 

incton, D.C., 1919). 


CRAPTKB XIII — ELBIIBNTABY EDUCATION 

Hie field of elementary education ie well served by several good histories of 
eduoation of which the moet recent and best is E. H. Reisner, EvoluHm of the 
Common School (The Macmillan C!ompany, New York, 1930). Somewhat older 
but still very good is S. C. Parker, The Hiatory of Modem Elementary Education 
(Ginn and Company, Boston, 1912). Less adequate in scope and substance are 
L. F. Anderson, Hilary of Common School Education (Henry Holt and Company, 
Inc., New. York, 1909), and T. Raymont, HUtory of the Education of Young Children 
(Longmans, Green and Company, London, 1937). For a good short introduction 
to the genesis of the elementary school, see H. J. Otto, Elementary School Organiza- 
tion and Adminietration, Chaps. 1-2 (D. Appleton-Century Company, Inc., New 
York, 1934). 

Supplementing these books are a few accounts of the elementary school at 
particular times or phases of its development. Such are K. J. Freeman, Sehoolz 
of Hellas (Macmillan A Company, Ltd., London, 1907), H. C. Barnard, TheLitUe 
Schools of Pori Royal (Cambridge University Press, London, 1913), W. H. Small, 
Early New England Schools, Chaps. 6-13 (Ginn and Company, Boston, 1914), M. 
Sullivan, Our Times, vol. 4, Chaps. 11-12 (Charles Scribner's Sons, New York, 
1927), C. Johnson, The District School as It Was (Lee A Shepard, Boston, 1897), 
and I. L. Kandel, Twenty-fwe Years of American Edueation, Chap. 9 (The Mac- 
millan Company, New York, 1929). 

The story of the kindergarten as a special phase of elementary education must, 
be pieced together from several sources. For the introduction and general spread 
of the idea, see N. C. Vaiidewalker, The Kindergarten in American Education (The 
Macmillan Company, New York, 1908). On the precise date and place of the 
first appearance of kindergartens in this country, see D. K. Lawson, “Corrective 
Note on the Early History of the American Kindergarten” {Educational Adminis- 
tration and Supervision, 25: 699-703, December, 1937). Expounding the original 
Froebelian conception of the kindergarten in America is S. E. Blow, Educational 
Issues in the Kindergarten (D. Appleton-Century Company, Inc., New York, 1908). 
Attacking this conception is W. H. Kilpatrick, Proebel’s Kindergarten Principles 
Critically Examined (The Macmillan Company, New York, 1916), and indicating 
early movements toward remodeling the kindergatem is F. Eby, “The Reconstuc- 
tion of the Kindergarten " {Pedagogical Seminary, 7 : 229-286, July, 1900). For the 
modern trends, see K. D. Wiggin and N. A. Smith, The RepuMic of Childhood 
(Houghton Mifflin Company, Boston, 1895-1896). 

The genesis and development of the nursery school is competently handled by 
I. Forest, Pre-school Edueation (The Macmillan Company, New York, 1927). See 
also the National Society for the Study of Education, 28th Yearbook, Pre-sehotd 
and Parental Edueation, I, Chap. 2 (Public School Publishing Company, Bloom- 
ington, 111., 1929). 

On the reorganisation of the eight-year elementary school into a six-year school 
the student of this phase should consult C. W. Eliot, Educational R^orm, pp. 
161-176, 263-269 (Century Company, New York, 1898), and the reports of the 
Committee of Ten (1893) and the Committee of Fifteen (1895) of the National 
Education Association. The National Society for the Study of Education also 
devoted several yearbooks (14th, 16th, and 17th) to this problem, with the theme 
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eooaomy of time in education. In addition, to be ooneulted here is F. F. Bunker, 
The ReorfantzaUon of the PvMic School System, Chap. 2 (U.S. Bureau of Bdueation, 
Buiislin S, 1916). The point is also covered in C. H. Judd, BsoltUion rtf a Dane- 
eraUe School Syelem (Houghton Mifflin Company, Boston, 1918), to which should 
be added the exchange of magaiine articles between C. H, Judd and P. Monroe, 
which is mentioned in the footnote on page 367 of the text. 

Perhaps one con get the best notion of the traditional elementary school curricu- 
lum by reading in C. Johnson, Old Time Schoote and School Books (The Macmillan 
Company, New York, 1925). Public demands on the elementary school curricu- 
lum can best be gauged through J. K. Flanders, LegislatiBe Control rtf the EUmentary 
Sohool Curriculum (Teachers College, Columbia University, New York, 1925). 
For first steps toward modernization of the elementary school program at Quincy, 
see C. F. Adams, The New Departure in the Common Schools rtf Quincy (Estes & 
Laurist, Boston, 1879), and L. E, Fatridge, The Quiney Methods Illustrated (E. L. 
Kellogg A Company, New York, 1885). For subsequent steps see H. Rugg, 
Amerioan Life and the Srhord Curriculum, Chapa. 6, 14 (Ginn and Company, 
Boston, 1936). And for the history of Dewey’s experimental elementary school 
at the Univeraty of Chicago, see K. G. Mayhew and A. C. Edwards, The Dewey 
School (D. Appleton-Century Company, Inc., New York, 1936). Reviewing the 
decade of progressive education after the formation of the Progressive Education 
Association is a series of articles written under the title of “The New Education 
Ten Years After’’ (New Republic, 63: 61-64, 93-96, 123-135, 145-156, 172-176, 
204-206, June, July, 1630). See also J. W. Wrightetone, Appraisal rtf Newer 
Elementary School PraeUees (Teachers College, Columbia University, New York, 
1938). 

CKAPTSB XIV^ — SECONDAKT EDUCATIOir 

Secondary education, like elementary education, is served by an exceptionally 
well written narrative of its growth and development, I. L. Kandel, History rtf 
Seermdary Education (Houghton Mifflin Company, foston, 1930). The older 
accounts of E. E. Brown, The Making rtf Our Middle Schools (Longmans, Green and 
Company, New York, 1903), and F. W. Smith, The High School (Sturgis A Walton, 
New York, 1916), are poor seconds. Good abbreviated introductions to the 
bistory <tf secondary education can be found in such competent authors as A. J. 
luglis, Principlee rtf Secondary Edueatirm, Chap. 5 (Houghton Mifflin Company, 
Boston, 1918), and P. Monroe, Principles of Secondary Education, Chap. 2 (The 
Macmillan Company, New York, 1914). For a singlo state, J. Mulhern, has 
written a good account in A History of Secondary Education in Penneyloania 
(Science Press, Lancaster, 1933). 

For a picture of the English grammar school, which was the prototype of the 
colonial grammar school in America, see A. M. Stowe, The English Orammar 
Schools in the Reign rtf Queen Elizabeth (Teachers College, Columbia University, 
New York, 1908), and F. Watson, Englieh Orammar Schools to 1660 (Cambridge 
University Press, London, 1908). For the school raised in its image here in 
America, see W. H. Small, Early New England Schotds, Chaps. 1-2 (Ginn and 
Company, Boston, 1914), and P. Holmes, A Tercentennary History of the Boston 
PuUie Latin School 1635-1935 (HarvBrd_UniverBity lYess, Cambridge, Mass., 1935). 
The academy as a prototype can be seen in 1. Parker, Dissenting Academies in 
England (Ctunbtidge University Press, London, 1914). For the outlines of the 
first American academy one should go to T. Woody, EducaHrtnal Views rtf Bettfamin 
Franklin (McGraw-Hill Book Company, Inc., New York, 1931), and for its greatest 
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Mcpanaion to G. F. Miller, The Deedopment the Academy Syatem tn New York 
(J. B. Lyon Company, Albany, 1Q22), E. W. Knight, The Aeadtmy Movement in 
the South (Univeraity (rf North Carolina Preaa, Chapel Hill, 1919), and C. L. Coon, 
North Carolina Schools and Academies 1790-1B40 (Edvnrda and Broughton Printing 
Company, Raleigh, 1916). 

First to chronicle the rise of the American high school was A. J. Inglis, The 
Rise o/ the High School in Massachusetts (Teachers College, Columbia University, 
New York, 1911). Coruiecticut, too, had a similar historian in O. B. Griffin, 
The Evolution of (Ae Connecticut State School System with Special Reference to the 
Emergence of (he High School (Teachers College, Columbia Univeraity, New York, 
1928), and in S. Hertsier, The Rise of the Public High School in Connecticut (War- 
wick & York, Baltimore, 1930). Embracing the whole of New England is E. D. 
Grisiell, Origin and Development of the High School in New England b^ore 1866 
(The Macmillan Company, New York, lft23). Extending this type of research 
into New York is W. J. Gifford, Historical Development of the New York Slate 
High School System (J. B. Lyon Company, Albany, 1922), and into Illinob is 
P. E. Belting, Desdopmenl of the Free Publie High School in Illinois to 1860 (Illinois 
State Historical Association, Springfield, 111., 1919). A limited view of the middle- 
western development of the high school can be had from J. E. Stout, The Develop- 
ment of High School Curricula in the North Central Stales 1860-1918 (Univeraity 
ot Chicago Press, Chicago, 1921). 

The twenty-five years following 1890 were critical ones for American secondary 
education. The student intent upon getting a more intimate knowledge of the 
issues of the period should read the various reports of the National Education 
Association commencing with the Committee of Ten on Secondary School Studies, 
followed by the Committee on College Entrance Requirements, the Committee 
of Nine, the Committee on the Economy of Time in Education, and the Committee 
on the Reorganization of Secondary Education. The historical significance of each 
of these reports was reviewed in a series of articles of varying value in the Junior- 
Senior High School Clearing House, 6: 134—141, 345-348, 499-501, 550-565, 
November, 1931, February, April, May, 1932, and 7: 49-55, September, 1932. To 
these reports should be added Functions of Secondary Education {National Educa- 
tion Association, Department of Secondary School Principals, Bulletin 64, 1937). 

Dealing with the problems of secondary education in this period by setting them 
off in historical perspective is H. G. Lull, Inherited Tendencies of Secondary Instruc- 
tion in the United States (University of California Press, Berkeley, 1913). Looking 
at these problems as they were precipitated by the demands of college entrance is 
E. C. Broome, A Historical and Critical Study of College Entrance Requirements 
(The Macmillan Company, New York, 1930). The historical steps leading to the 
reorganization of the period of secondary education so as to include a jimior high 
shool and a junior college can be traced in W. A. Smith, The Junior High School, 
Chapa. 1, 3 (The Macmillan Company, New York, 1925), and in W. C. Eells, The 
Junior College, Chaps. 3-5 (Houghton Mifflin Company, Boston, 1931). Another 
good account is F. F. Bunker, Reorganisation of the Publie School System {U.S. 
Bureau of Education, Bulletin 8, 1916). 

For the influence of progressive education on the secondary school the student 
should familiarize himself with W. M. Aikin, The Story of the Eight-year Study 
(Harper A Brothers, New York, 1942). For the influence of the depression of 1929 
on youth of secondary-education age, see H. P. Rainey, How Fare American Youtht 
Chap. 8 (D. Appleton-Century Company, Inc., New York, 1937). 
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CHAPtEB XT — EIQHBB EDUCATION 

There is no single inclusive account of higher education, as there is of elemen- 
tary and secondary education. Consequently, the student bent on intensive 
knowledge of this level of education must turn to the history of this or that aspect 
of it. For the university in classical antiquity he should turn to J. W. H. Walden, 
The Universitiea of AneierU Greece (Charles Scribner’s Sons, New York, 1909), and 
to W. W. Capes, VnixertHy Life in Ancieni Athene (Longmans, Green and Company, 
London, 1877). 

The university of the medieval period has been the subject of more careful 
research than has the university of any other period. Outstanding here is H. 
Rsshdall, Vnivereitiea of Europe in Hht Middle Agee, 3 vols. (Clarendon Ibnss, 
Oxford, 1895). Also very good is the single-volume work of N. Schachner, Thd^Medi- 
eval Univereitiee (Frederick A. Stokes Company, Inc., New York, 1938). An older 
but still good account is S. S. Laurie, The Riee and Early Constitution of Univereitiee, 
D. Appleton & Company, New York, 1887). A brief popular narrative of the 
medieval university is that of C. H. Haskins, The Riee of Univereitiee (Henry Holt 
and Company, Inc., New York, 1923), and a still briefer but scholarly account 
is to be found in H. D. Taylor, The Medieval Mind, Chap. 38 (I'he Macmillan 
Company, New York, 1914). Dealing with limited aspec'ts of medieval higher 
education are R. S. Rait, Life in the Medieval Univereity (Cambridge University 
Press, London, 1912), L. Thorndike, Vnivrreily Records and Life in the Middle 
Agee (Columbia University Press, New York, 1944), and G. CJompayrd, Abtlard 
and the Origin and Early History of Universities (Charles Scribner’s Sons, New Y ork, 
1893). IJiniting attention to German universities is F. Paulsen, German Univerei- 
ties and University Study, Chaps. 1-2 (Charles Scribner’s Sons, New York, 1900). 
How the medieval university fared in the period of the Protestant Reformation is 
the subject of V. AY. C. Hainlyn, The Universiliee of Europe at the Period of the 
Reformation (G. Shrimpton, Oxford, 1876). A short but good account of universi- 
ties in the seventeenth and eighteenth centuries will be found in P. Smith, History 

Modern Culture, vol. II, pp. 402-421 (Henry Holt and Company, Inc., 1934). 

A good history of higher education in the United Stales is still lacking. His- 
tories of individual colleges or universities, too numerous to iiiunlion here, are 
available in various qualities of workmanship. But the only attempts at a general 
history are C. F. Thwing, A History of II igher Education in America (D. Appleton & 
Company, New York, 1906), and E. V. Wills, The Growth of American Higher 
Education (Dorrance tc Company, Inc., Philadelphia, 1936), both of which are 
hardly adequate for so large a theme. For a much more limited research, D. 
Tewksbury, The Founding of American Colleges and Universities before the Civil War 
(Teachers College, Columbia University, New York, 1932), is very good. So, too, 
is R. F. Butts, The College Charts Its Course (McGraw-Hill Book Company, Inc., 
New York, 1939), which confines itself largely to college aims and curriculum, and 
E. D. Ross, Democracy’s College (Iowa Slate College Prose, Ames, Iowa, 1942), 
which is an account of the Morrill land-grant colleges. Equally careful are F. P. 
Cassidy, Catholic College Foundations and Developments in the United Slates 1674- 
1850 (Catholic University, Washington, D.C., 1924), and A. Godbold, The Church 
College of the Old South (Duke University lYess, Durham, N.C., 1944). Deserving 
to rank in this same category also is G. P. Schmidt, The Old Time CoUege President 
(Columbia University Press, New York, 1930), and his "Intellectual Crosscurrents 
in American Colleges 1825-1855" ^American Historical Review 42: 40-67, October, 
1936). How the statements of college presidents have influenced the couise of 
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collegiste development in the past seventy-five years can be seen in E. W. Knight, 
What College PretiderUe Say, University of North Carolina Flress, Chapel Hill, 
1940. Emphasizing public and university rather than private and collegiate 
beginnings is E. E. Brown, The Origin of American Slate VnivereiHes (University 
of California Press, Berkeley, 1903). Here, too, will be found a good account of 
the Dartmouth College controversy. For a description of the unique development 
of higher education in the state of New York, see S. Sherwood, The Univereily of 
the Slate of New York: History of Higher Education in the State of New York, Pt. II 
{V.S. Bureau of Education, Circular ef Information 3, 1000). 

For studies of the concept of liberal education the student must turn in several 
directions. In the medieval period he should consult L. J. Paetow, The Arts Course 
at Medieval Universities (University Press, Urbana-Champaign, 1010), and P. 
Abelson, The Seven Liberal Arts (Teachers College, Columbia University, New 
York, 1906). For the Renaissance or Humanistic vieiv, he should consult A. P. 
Farrell, The Jesuit Code of Liberal EdueaHan (The Bruce Publishing Company, 
Milwaukee, 1038). In America he should acquaint himself with L. F. Snow, The 
College Curriculum in the United Stales (Teachers College, Columbia University, 
New York, 1007), W. T. Foster, Administration of the College Curriculum, Chaps. 
3-8 (Houghton Mifflin Company, Boston, 1911), and best of all, R. F. Butts, 
The College Charts Its Course (McGraw-Hill Book Company, Inc., New York, 1930). 
In this connection one may also refer to R. L. Kelly, The American Colleges and the 
Social Order (The Macmillan Company, New York, 1040). M. Curti, too, furnishes 
good background for this development in his The Growth of American Thought, 
pp. 580-593 (Harper A Brothers, New York, 1943). 

For the history of the higher education of women there is nothing better than 
T. Woody, History of Women’s Education in the United States, C^haps. 4, 6 ^Science 
Press, Lancaster, Pa., 1029). Another good but more limited account is L. S. 
Boas, Woman's Education Begins: The Rise of Women’s Colleges (Wheaton College 
Press, Norton, Mass., 1935). For an introduction to the history of the junior 
college, see W. C. Eclls, The Junior College, Chaps. 3-5 (Houghton Mifilin Com- 
pany, Boston, 1931) and J. A. Sexson, and J. W. Hiirbeson, The New American 
College, Chaps. 2-3 (Harper & Brothers, New York, 1946). R. H. Eckelberry has 
made a start on The History of the Municipal University in the United States IU.S. 
Office of Education, Bulletin 2, 1932). There are several accounts of the growth of 
graduate instruction, B. J. Horton, The Graduate School (New York, 1940), W. C. 
Ryan, Studies in Early Graduate Education (Carnegie Foundation for the Advancement 
of Teaching, Bulletin 30, 1939), and E. V. Hollis, Toward I mproving Ph. D. Programs, 
Chap. 1 (American Council on Education, Washington, D.C., 1945), but none is 
adequate to the task. 

CHAPTEB XVI — FHOFESSIONAL EDUCATION OF TEACHEBS 

The principal accounts available on the evolution of the teaching profession 
concern the situation here in this country alone. Of these accounts, W. S. Elsbrec, 
The American Teacher (American Book Company, New York, 1939), perhaps gives 
the moat inclusive picture of the way in which the profession has growm in training 
and social status. The next best account, although not so thorough in scope and 
substance, is C. A. Harper, A Century of Public Teacher Education (National Educa- 
tion Association, American Association of Teachers Colleges, 1939). Introductions 
to the theme are to be found in E. V. Wills, Growth of American Higher Education, 
Chap. 5 (Dorrance A Company, Inc., Philadelphia, 1936), and in W. D. Agnew, 
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Adminialraiim of Prrfeational SchooU for Teadten (Warwick A York, Inc., Baltir 
more, 1624). Ketching the portrait of the old colooial sehooimaeter a W. H. 
SmaU, Ear/y JVcw En^nd SdiooU, Chaps. 4-6 (Ginn and Company, Boston, 1614). 
For developments in the first quarter of the twentieth century, see I. L. Kandel, 
Twenty-jwe Years of Amtriean Education, Chap. 2 (Macmillan Company, New York, 
1926). For the second quarter, see E. S. Evenden, "Twenty-five years of Teacher 
Education” (Educational Record, 24; 334-344, October, 1643). 

There were, of course, several stages in the development of teacher training. 
Treatments of each of these stages are to be had. For the nature of the teacher 
institute, see S. P. Bates, Method of Teachers’ Institutes and the Theory cf Education 
(A. S. Barnes A Burr, New York, 1864). For a general examination of normal 
school development, see J. P. Gordy, Rise and Orowth of the Normal School Idea in 
the United Slates (V.S. Bureau of Education, Circular of Information 8, 1891). 
For emphasis on normal school development in its home state of Massachusetts, 
turn to A. O. Norton, The First Norr^ School in America (Harvard University 
Press, Cambridge, Mass., 1926), and V. L. Mangun, The American Normal School: 
Its Rise and Development in Massachusetts (Warwick A York, Inc., Baltimore, 
1628). The outlines of the development of the normal school in Connecticut are 
traced in J. L. Meader Normal School Education in Connecticut, Ft. I (Teachers 
College, Columbia University, New York, 1628). For New York, there are also two 
accounts, one brief and general, W. M. French, "A Century of Teacher Training 
in New York” (Education, 56: 215-223, December, 1635), and one more specific 
and detailed, N. H. Dearborn, The Oswego Movement in American Education 
(Teachers College, Columbia University, New York, 1925). 

The development of the institute and the normal school into the teachers 
college con best be obtained from J. M. Pongbum, The Evolution of the American 
Teachers College (Teachers College, Columbia University, New York, 1932). A 
similar account but more limited to the institution at Normal, Illinois, can be 
had in C. A. Harper, Development of the Teachers College in the United States 
(McKnight A McKnight, Bloomington, 111., 1935). And how the training of 
teachers became a part of university programs can be seen in L. G. Hubbdll, 
The Development of University Departments of Education (Catholic Univeisity Press, 
Washington, D.C., 1624). 

How the curriculum of teacher training has grown can be traced in E. A. Lee, 
The Development of Prof essioruU Programs of Education (Columbia University Press, 
New York, 1625), and, to a more limited degree, in O. J. Williamson, Provisions 
for Oeneral Courses in the Profeseional Education of Teachere (Teachers College, 
Columbia University, New York, 1936). 

The growth of such in-eervice instruments for the improvement of teachere 
as professional literature and summer schools is traced in J. M. Milne, Nietory 
d Educational Journalism (C. W. Bardeen, Syracuse, 1893), S. E. Davis, Educa- 
tional Periodicals during the Nineteenth Century (U.S. Bureau of Education, Bulletin 
28, 1019), but the single best research in this field has been done by R. E. Tburafield 
Henry Barnard’ a American Journal of Education (The Johns Hopkins Press, 
Baltimore, 1045). For a somewhat different journalistic approach to education, 
see V. M. Butler, Education as Revealed by New England Newspapers Prior to 1850 
(Majestic Press, Philadelphia, 1935). Although W. W. Willoughby hae written 
a History of Summer Schools in the United States (Report of the United States 
Commissioner of Education, 1891-1892, vol. 2, Chap. 29), it is much in need of 
being brought up to date, ^cept for M. S. Fenner, The National Education 
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AuoeieUion, A Hiriory (National Education Aaaociation, Wadiiiigton, D.C., 1046), 
the development of piofeaeianal oi^ganications of teaehere ie largely unwritten. 

Last, but not least, reference ehould be made to the great emrey of teacher 
training that was undertaken and published just between the two world ware. 
National Survey of ihe Education of Teaehere IU.S. Office of Education, Bulletin 
10, 1033, vol. 6, Chapa. 1-4). See vol. 1, pp. 66-01, of this survey for further 
bibliography on the history of teacher training. 

CBAPTEB xvn — fubuc and psivatb dddcation 

The growth of schools set up and maintained by the public has been the subject 
of various studies. Tracing the idea from its earliest origins in this country is 
A. D. Mayo, Public Schoole during ihe Colonial and Beoolutionory Period in the 
United Statee (U.S. Bureau of Education, Report of the Commissioner, 1803-1804, 
vol. 1, pp. 630-738). Devoting attentum to the development of universal edu- 
cation for all during the nineteenth and twentieth centuries both in the United 
States and the world over is W. C. Bagley, A Century of the Univereal School (Mac- 
millan Company, New York, 1037). The story of the ain^e most noted pressure 
group for free schools is well told in W.O. Bourne, Hietoryof the PublieSchoid Society 
in New York (G. P. Putnam’s Sons, New York, 1873). Summarizing the eco- 
nomic arguments for and against a public school system is F. T. Carlton, Economic 
Influences upon Educational Progress in the United States 1820-1850, Chaps. 4-6 
(Unuiersity of Wisconsin, Bulletin 221, Madison, Wis., 1008). Limiting the discus- 
sion to just a few states are W. A. Maddox, The Free School Idea in Ptrptnta before 
the Civil ITar (Teachers College, Columbia University, New York, 1018), and A. R. 
Mead, The Development cf Free Schoole in the United Slates as Illustrated by Connecti- 
cut and Michigan (Teachers College, Columbia University, New York, 1010). 
The study of E. B. Cowley, Free Learning (Bruce Humphries, Inc., Boston, 1041), 
is also a limited examination of documentary evidence. Still more limited is R. F. 
Seybolt, The Public Schoole of Colonial Boston 1635-1775 (Harvard University 
Press, Cambridge, Mass., 1035). 

For an English report on the development of free schools in America, see 
F. Adams, The Free School System of the United Slates (Chapman A Hall, Ltd., 
London, 1875), and, for an account of bow the English state came to assume 
responsibility for education, see J. E. G. DeMontmorency, SUde Intervention in 
English Education (Cambridge University Press, London, 1002). See also W. O. 
L. Smith, To Whom Do Schools Belongt Chap. 2 (Basil Blackwell & Mott, Ltd., 
Oxford, 1042). 

There are several descriptions of the growth of parochial schoob. For the 
Catholic School System, see J. A. Bums, Principles, Origin, and EstaldishmerU of the 
Catholic School System (Benziger Bros., New York, 1012), and, better yet, J. A. 
Burns and B. J. Kohibrenner, History Catholic Education in the United Slates, 
Chap. 7 (Benziger Bros., New York, 1037). For the eontroversy that raged over 
public support of Catholic parochial schools in Miimesota an especially good 
account is D. F. Reilly, The School Controversy 1801-1803 (Catholic University 
Press, Washington, D.C., 1044). The Catholics have also made a very careful 
investigation of historical precedents in ^rending public monies on private schools. 
In this connection one should consult R. J. Gabel, PuUie Funds for Churdt and 
Private Schools (Murray A Heister, Washington, D.C., 1037). The long-standing 
position of the Catholic Church on education can also be gathered from P. Guilday , 
The National Pastorals of the American Hierarchy 1702-1010 (National Catholio 
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Welfare Council, Washington, D.C., 1023). For an account of Jesuit education in 
the United States, see J. V. Jacobsen, Educational Foundations of the Jesuits in 
Sixteenth Century New Spain (University of California Press, Berkeley, 1938), and 
W. J. McGucken, The Jesuits and Education (The Bruce Publishing Company, 
Milwaukee, 1032). 

Although several Protestant denominations have supported parochial school 
systems, the history of only one of them is available, L. J. Sherill, Presbyterian 
Parochial Schools 1846-1870 (Yale University Press, New Haven, 1932). Accounts 
of what some of the other denominations were doing for weekday schools are as 
follows: for Quakers, T. Woody, Early Quaker Education in Pennsylvania (Teachers 
College, Columbia University, New York, 1920), and Z. Klain, Educational Activities 
of New England Quakers (Westbrook Publishing Company, Philadelphia, 1928) 
and Quaker Contribuliom to Education in North Carolina (Weslbrook Publishing 
Company, Philadelphia, 1924); for Mennonites, J. K. Hart Her, Education among 
the Mennonites of America (Central Mennonite Publishing Board, Danvers, 111., 
1025); for Lutherans, C. L. Maurer, Early Lutheran Education in Pennsylvania 
(Dorrance & Company, Inc., Philadelphia, 1032); for the Reformed Church, 
F. G. Livingood, Eighteenth Century Reformed Church Schools (Norrirtown Press, 
Norristown, Pa., 1930). How'ever, the whole problem of the relation of church 
and state in education has recently been reviewed historically by a capable Protes- 
tant author, C. H. Moehlman, School and Church (Harper & Brothers, New York, 
1944). 

■ As for the development of compulsory attendance the single best volume 
is F. C, Ensign, Compulsory School AUeridance and Child Mor (.ItbcnB Prcits, 
Iowa City, 1921). But see also several articles by M. W. Jernegan, "Comptilsory 
Education in the American Colonies” {Schorl Revieiv, 26; 731-740, December, 1918, 
27; 24-43, January, 1919), “Compulsory Education in the Boulhorn Colonies” 
{School Reoiew, 27: 405-425, June, 1919), and "Compulsory and Free Education for 
Apprentices and Poor Children in Colonial New England ” {Social Service Iteview, 
5’ 411-425, September, 1031). 

Very little has been written on the history of private schools of an experimental 
or socially select rather than a religious character. The chief contributors to this 
field are II. F. Seybolt, Source Studies tn American Colonial Education, The Private 
School (University of Illinois Press, Urbana, 1925) The Private Schools of Colonial 
Boston (Harvard University Press, Cambridge, Mass., 1935), and E. B. C'hamber- 
lain. Our Independent Schools, Chap. 2 (American Book Company, New York, 
1944), the former of whom has contributed an intensive study of a limited time and 
place and the latter a superficial treatment of a barge area. 

CHAPTJSR XVIII EDUCATIONAL. AD.SfINrHTJ{ATIO.\' A.VII SI I'i:HVI.SION 

The history of education written most nearly from the point of view of 
idministration and supervision is K. H. Itcisner, Natumilism and Editcrilion since 
1789 (The Macmillan Company, New York, 1925). As the title implies, Reisner 
emphasizes administration and supervision from the point of view of the national 
government; nevertheless, he has considerable to say about state and local organi- 
zation as well. Proportioning emphasis about equally on the history of national, 
state, and local educational administration and supervision is E. F. Cubberlcy 
Slate School Administration, passim (Houghton Mifflin Company, Boston, 1927). 
Mthough this text is primarily one in the theory and practice of administration 
rather than in history, the author, a historian as well as a practical administra- 
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tor, has' given a good deal of attention to the genesis of administrative problems. 
To appreciate the great growth in the professional study of problems of educational 
administration, one should read the bibliographical chapter in T. L. Kandel, 
Twenty-fiue Yeart of American Educatum, Chap. 7 (The Macmillan Company, New 
York, 1929). Much more restricted studies in the history of local end state 
educational administration are H. Updegraff, The Origin of the Mooing School in 
MaeaachuaeUs (Teachers College, Columbia University, New York, 1908), which 
gives an account of the origin of the district system, and S. Sherwood, The Univer- 
sity of the State of New York, Pt. I (U.S. Bureau of Education, Circular of Informa- 
tion 3, 1900), which is an account of New York’s unique form of state educational 
administration, and J. C. Almack (ed.). Modem School Administration, Chap. 7, 
(Houghton Mifflin Company, Boston, 1933). 

On the development of local administrative officers there are several very good 
studies. 'Pwo are on the city school superintendency, T. L. Reller, The Deoelop- 
menl of the City Superintendency of Sehoeds (T. L. Reller, Philadelphia, 1935), and 
T. M. Gilland, Origin and Development of the Powers and Duties of the City School 
Superintendent (University of Chicago Press, Chicago, 1935), of which the former is 
superior in both scope and penetration. A briefer account based on these two 
studies may be found in A. B. Mochlman, School Administration, Chap. 10 (Hough- 
ton Mifflin Company, Boston, 1940). On the school principalship there is only one 
study, P. II. Pierce, The Origin and Deoelopment of the Public School Prineipolship 
(University of Chicago Press, Chicago, 1935). 

On the growth of supervision as a distinct phase of administration there is as 
yet no published account of satisfactory breadth and depth. Till such appears, the 
more inquiring student will have to confine himself to H. Suzxalo, The Rise of 
Local School Supervision in Massachusetts (Teachers College, Columbia University, 
New York, 1906), J. T. Prince, "Evolution of School Supervision” (Educational 
Review, 22; 148-161, September, 1901). and R. F. Seybolt, The Public Schools of 
Colonial Boston 1635-1775, Chap. 7 (Harvard University Press, Cambridge, Mass., 
1935). 

In the field of educational finance there are a number of good historical studies 
dealing with specific phases or limited periinls. Giving a general picture of educa- 
tional finance down to the Civil War is P. Monroe, Founding of the American 
Public School System, Chap. 10 (The Macmillan Company, New York, 1940). 
Treating this matter in colonial times is W. H. Small, Early New England Schools, 
Chapa. 7-10 (Ginn and Company, Boston, 1914), and in very recent times I. L. 
Kandel, Twenty-five Years of American Education, Chap. 8 (The Macmillan CV>m- 
pany. New York, 1929). F. H. Swift is the best historian of what happened to 
the munificent landed endowment of American schools, a stoiy that he has recounted 
in Public Permanent Common School Funds in the United Slates 1795-1905 (Henry 
Holt and Company, Inc., New York, 1911) and in Federal and Stale Policies in 
PvMic School Finance in the United States, Chaps. 1-5, 9-12 (Government Printing 
Office, Washington, D.C., 1923). Other accounts of more limited scope, however, 
are G. W. Knight, History and Management of Federal Land-grants for Education 
in the Northwest Territory (Papers of the American Historical Association, 1 : 79-247, 
1885), and F. W. Blackmar, History of Federal and State Aid to Higher Education 
in the United States (U.S. Bureau of Education, Circular of Information 1, 1890). 
To these references should also be added E. G. Bourne, History of the Surplus 
Revenue of 1637 (G. P. Putnam’s Sons, New York, 1885). For teachers’ sallies 
and other school costs, W. R. Burgess,' Trends of School Costs (Russell Sage Founda- 
tion, New York, 1920), is good though somewhat restricted in scope. 
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Only one study has been made of the growth and development of sohool- 
building arohitecture, M. Ayres, "A Century of Progress in School House Construc- 
tion” (Afnerieon School Board Journal, vols. 54-55, June, July, August, September, 
1917). For the earliest book on school buildings, one ^ould turn to H. Barnard, 
School ArehUcdure (A. S. Barnes A Co., New York, 1848). Nearly every number of 
Barnard’s Afaertcsn Journal cj Education aUo carried notes and cuts on school- 
building design and construction. 

CBAPTEB XIX — THS SCHOOL AND FBOOBBBS 

The influence of the idea of progress on education is of comparatively recent 
origin. There is therefore just a slender bibliography on this topic. The only 
writer to give even a limited account of this idea in American education is A. A. 
Ekirch, The Idea cf Progreu in America, Chap. 7 (Columbia University Press, New 
York, 1944). Utopian schemes at education are reviewed in O. Masso, Education 
in Utopia! (Teachers College, Columbia University Press, New York, 1927). 

Dealing with the history of academic freedom, that indispensable instrument 
of educational progress, is the excellent study of H. K. Beale, A Hictory of Freedom 
cJ Teadung in American Sehoole (Charles Scribner’s Sons, New York, 1941). 
This can be supplemented by such more restricted studies as S. L. Jackson, Amer- 
ica’! Struggle for Free SehooU (American Council on Public Affairs, Washington, 
D.C., 1941), and M. Curti, "Changing Issues in the School’s Freedom’’ (Social 
Frontier, 2: 165-109, March, 1936), 
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Cathedral schools, 410^ 456, 485, 538, 
615 

Catherine of Aragon, 472 
Catholicism, 69, 106-112, 133, 137, 138, 
177, 178, 270, 326, 327, 331, 332, 
335, 338, 347, 350, 364, 512, 527. 
629 

Catholic University, 400 
Cato, 420, 615 
Cattdl, J. McKeen, 161 
Censorship, 620 
Census, school, 559, 687 
Chamber of Commerce, 638 
ChanceUor, 457, 458, 464, 498 
Chantry, 419, 569 

Character education, 11, 252, 321, 329, 
330, 332, 336, 340, 341, 345, 351- 
354, 356 

(See aho Religious education; 

Moral education) 

Character Education Inquiry, 163, 352 
Charity, 34, 35, 86, 87, 387-391, 538, 
601, 602 

Charlemagne, 32, 496, 638 
Charters, Werrett W . 18, 297, 298 
Chautauqua, 339, 377, 525 
Cheever, Ezekiel, 605 
Chicago, University of, 242, 302, 349, 
378, 413, 483, 400, 602 
Child and the Curriculum, The, 131, 303- 
306 

Child, as the center of education, 20, 
148, 299, 303, 304 

labor of, 34, 68, 86, 89, 91, 337, 389, 
529, 559, 640 

nature of, 14, 124, 125, 201, 211, 218, 
222, 336, 339, 343, 349 
(See aim Human natxire; Man, 
nature of) 
status of, 365, 640 
study of, 148, 373 
the whole, 156, 353, 415 
Children, Of the Education of, 183 
China, 2, 166, 167, 250, 260, 494, 496 
Chivalry, 7, 32, 178, 257 
Christian Brothers, 193, 217, 500-502 
Christian Education of Youth, The, 21, 
133, 324n, 351-366, 565, 567 
Christian Endeavor Society, 339 
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Chrirtiuiity, 6-7, 9, 11, 33, 34, 79, 106, 
107, 109, 110^ 112, 114, 119, 122, 
126, 170-180, 206, 256, 268, 307, 
314, 319, 322-336, 388, 343, 346, 
348, 366, 305-368, 374, 384, 419, 
446, 016, 627, 633 

Camroh, 68-70, 109, 134, 284, 314, 324, 
320-32R 344, 348, 365, 366, 384, 
419, 420, 428, 446, 455^57, 470, 
478, 408, 637-640, 642, 547, 651, 
663, 664-566, 593, 660, 628, 633 
Cathalio, 68, 255, 419, 500, 523, 538, 
616, 627, 628, 631, 632 
Kateetant sects of, 63, 334, 466, 661n, 
628n 

and state, 329, 834, 363, 386, 467, 
470, 544, 633 

Cioaro, 10, 182, 212, 418, 423, 424, 486 
Cincinnati, 376, 588 
Cituenship, 8-6, 17, 37, 60, 63, 105, 
110, 230, 272, 322, 361, 618, 638 
City and Country School, 414 
Civil aetviae, 26, 534 
Civilian Conservation Corps, 06 
Clarendon Commission, 42 
Clark University, 490, 620 
Class, atypical, OM 
college, 465 
qiecial, 50 
ungraded, 400 

as unit of educational administration, 
568-570 

Clamcal Inaeitigatum, the, 262, 298 
Glassies (tee Humanities) 

Clement, 466 

Coe, George A., 346, 360, 362, 854 
Coeducation, 473, 474 
Colburn, Warren, 216, 216 
Collectivism, 21, 50, 530, 624 
CoUege, 01, 93, 280, 281, 377, 396, 401, 
463-466, 507, 512, 514, 525, 528, 
676, 602, 633, 636 
(See also University) 
agrioultural and mechanical, 64, 283, 
472,470 

denominational, 470 
general, 483 

junior, 444, 445, 491, 402 
Ebsral arts, 00, 200 


College, preparation for and entamoe 
to, 00, 401, 424, 428, 430, 432-484, 
486-440, 447, 460, 461, 614, 516 
teacher training in, 614, 617-520 
teachers (see Teachers colleges) 
Coiage, 38, 421 
College of Propaganda, 568 
Collegiate schools, 410 
Columbia University, 467, 474, 510 
Columbian Exposition, 287 
Combe, George, 294n 
Comeniua, Johann A., 10, 71, 74, 114, 
115, 120, 125, 139, 202-206, 208, 
212, 213, 217, 219, 223, 248, 263, 
266, 369, 402, 406n, 487 
Commencement, 445-447, 463 
Commerce, as subject in curriculum, 80, 
00, 278, 279, 283, 436, 437, 460, 
467, 489, 607 

Commission on the Reorganisation of 
Secondary Education, 437, 443, 448 
Commissioner of Education, U. S., 66 
Committee, school (see Board of educa- 
tion) 

Committee on Articulation, 437n 
Committee on College Entrance Re- 
quirements, 437n, 440, 442 
Committee on Economy of Time in 
Education, 437, 443 
Committee of Fift^ 295, 401, 442, 
628 

Committee on Intelleotual Cooperation, 
72, 73 

Committee of Ten, 298, 401, 437, 439- 
442, 447, 448, 460, 451, 628 
Common school (see Elementary educa- 
tion; Public schools) 
Commonwealth Teacher Training 
Study, 516, 617 
Communism, 5, 618, 636 
Compayrd, Gabriel, 171n 
Competition, 176, 189, 191, 587 
Composition, 235, 244, 410, 436, 610 
Concenbation in curriculum organisa- 
tion, 309-311, 313 
Condillac, 142, 207, 208 
Conditioning, 162, 163> 234 
Condorcet, 13, 14, 37, 59, 118, 123, 374, 
542, 643, 619, 620, 624, 629, 630 
Conduct of the Schools, 103-106, 601, 602 
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Confinnation, 446 
Confudua, 166, 167 

Congren of Industrial Orgaaiiationa, flS 
Connecticut, 334, 363, 434, 973, 974, 
577-n67S, 987, 604, 609, 60S 
Conneetievt Common Seho(A Journal, 926 
Oonsciousneas, 144, 191, 199, 341 
Constitution, Federal, 43, 63, 64, 67, 
334, 339, 488, 966, 614, 644 
Contents of Childtm’o Mindo, The, 148 
Contract plan, 400 
Convereion, religious, 328, 330, 349 
Cook County Normal School, 412 
Cooper Union, 281, 376 
Coote, Edmond, 901 
Copernicus, 117, 121, 127, 298, 330, 
426 

Coram, Robert, 990, 007 
Core curriculum, 312, 314 
Corporation, 497 

Correlation, 309-312, 314, 492, 511 
Correspondence schools, 378, 529 
Cosmopolitanism, 37, 94, 99, 71, 73, 
620 

Costs, school, 80, 606, 609, 610 
Counter Reformation, 186, 464, 628 
Counts, George S., 20, 21, 624 
County, 921 

Course of study, 299, 306, 314, 315, 
423, 436, 437 

Courtier, 8, 12, 32, 267, 298, 279, 288, 
426, 427, 476, 477 
Courtier, 8, 32, 614 
Cousin, Victor, 909 
Crane, Ichabod, 506 
Crtcbe, 409 

Credits, academic (see Units) 
Cubberley, EUwood, P., 984 
Culture epochs, 128, 307-309, 342 
(See alto Recapitulation) 
Curriculum, 11, 40, 94, 97, 61, 62, 93, 
04, 09, 102, 140, 141, 167, 197, 214, 
229, 242, 240-317, 326, 330, 339, 
390, 364, 439, 662, 564, 679, 610, 
623, 626, 629, 636, 638-640 (See alto 
Subject matter) 

administration of, 569, 971, 981, 687- 
689, 692 

eoUege, 404, 466, 470, 474, 476, 479, 
480, 484 


Curriculum, controversial issues in, 07, 
246, 272, 336, 901^618, 624, 626, 
620, 634-637 

elective, 313, 440, 491, 470, 479 
in elemeiftary school, 128, 149, 220, 
239, 236, 381, 382, 388, 390, 
302-305, 399, 400, 402-405, 407, 
410, 415, 900, 633 

professional, 496, 467, 458, 470, 471, 
476, 484, 488 

in secondary school, 45, 83, 89, 92, 
419-423, 425, 426, 428, 430-432, 
436-438, 440-442, 445, 450- 
453, 616, 634 

teacher training, 604, 905, 510, 913, 
522 

Cygnaeus, Uno, 282, 287 
D 

da Feltre, Vittorino, 32, 160, 182, 185, 
423, 499, 538 
D’Alembert, 270 
Dalton plan, 247, 400 
Dame school, 389, 386, 396, 428, 930, 
531 

Dare the School Build a New Social 
Orderl, 624 

Dartmouth College, 474, 483 
Dartmouth College case, 467-470, 489 
Darwin, Charles, 39, 107n, 127, 129- 
131, 149, 294, 306, 308, 482, 623, 
634 

Daughters of the American Revolution, 
636 

De anima, 136 

De artibut et dieciplinii liberalium lit- 
terarum, 475n 
De magistro, 107, 108n, 109 
De ■puerit iiatituendit. 111, 112, 182 
De trahendit ditdplinit, 900 
Dean, university, 498 
Debating, 288-2M 

Declamation, 30, 288, 392, 393, 431, 436 
Declaration of Independence, 44, 633 
DeGarmo, Charles, 511 
Degrees, academic, 90, 377, 438, 468- 
465, 474, 479, 484, 489, 487, 488, 
490, 491, 497, 498, 513, 514 
Deism, 118, 290n, 330 
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Democracy, 20, 24, 26, 28y 30, 44, 58, 
60, 98, 223, 229, 250, 269, 271, 272, 
277, 293, 294, 316, 345, 371, 467, 
468, 650, 557, 579, 617, 636, 637 
and e^cation, 12, 13, 33, 34, 37, 38, 
41, 42, 46-51, 94, 96, 122, 134, 
245, 269, 278, 392, 399, 432, 451, 

482, 610, 629, 666, 560, 603, 609, 
618 

Democracy and Edueatum, 22, 47-49, 
129, 349 

DemostheneB, 423 
Dental examination, 277 
Department of Secondary School Prin- 
cipals, 449 

Department of Superintendence, 296 
Departmentalization, 442 
Depression, economic, 79, 80, 96, 641 
Descartes, Ren4, 33-36, 117, 426 
Development (sec Evolution) 

Dewey, John, 147, 148, 344-346, 349, 
362, 407, 416, 490, 519, 630, 623, 
624 

on educational method, 172n, 237- 
242, 248, 283, 287, 302-307, 
317, 413 

philosophy of education, 19-21, 107n, 
129-134, 162, 163, 296, 364, 482, 

483, 515 

social theory of education, 47-49, 94, 
95, 390 

Dialectic, 28, 171, 179, 181, 201, 260, 
456, 458 

Didadica magna, 114, 115, 204, 263 
Didascaleum, 381, 383 
Diderot, Denis, K, 576 
Diocese, 523, 587, 588 
Dionysius of Halicarnassus, 174 
Dionysius of Thrace, 174, 183, 187 
Discipline, 7, 11, 12, 60, 84, 177, 178, 
191, 222, 236, 275, 327, 330, 346, 
463, 464 

classroom, 33, 168-170, 175, 184-186, 
190, 191, 193-196, 200, 205, 206, 
217, 221, 228-230, 242, 341, 610, 
589 (See also Punishment) 
formal or mental, 91, 139-143, 154, 
196-199, 260-262, 265, 267, 270, 
281, 282, 296, 302, 330, 396, 410, 
425, 428, 448, 460, 461, 480-482 


Discourses on Christian Nurture, 348 
Diqmtation, 179-182, 189, 246, 288, 
289, 468-460, 462, 464, 485, 498 
Dislidui de moritms, 420 
District, school, 521, 573, 577, 570, 685, 
586, 607 

Dogmatic method, 177 
Domestic science, 394, 411, 436, 451 
697 

Dramatics, 190, 244, 290, 319 
Drawing (see Art, £ne) 

Drexel Institute, 281 
DriU, 116, 233 

Dualism, 80-82, 94, 95, 344, 345 
mind and body, 82, 95, 1%, 140, ISO, 
155, 252, 293 
Dunce, 194n 
Duns Scotus, 194n 
Dwight, Timothy, 465n, 514 

-E 

Eades malernelles, 403 
Economic influences on education, 4, 
76-95, 269, 387, 420, 558-560, 635, 
636 

Education, aim of, 20, 360, 476 
compulsory (see Attendance, com- 
pulsory) 

defined, 101, 107, 123, 125, 127, 130, 
131, 158, 171, 208, 306, 317 
by doing (see Activism) 
negative, 209 

philosophical study of, 686 
right to, 119, 557 
scientific study of, 526 
Education of Girls, 192 
Education of Man, 124, 282 
Education: To Whom Does It Belongt 564 
Educational Policies Commission, 66, 
67, 629 

Edwards, Jonathan, 327, 328 
Effort, 128, 127, 146, 148, 231n, 241, 
341, 344, 345 
Egypt, 168, 260 
Eight Year Study, 441 
Elementary education, 40, 44, 49, 69, 
92, 234, 295, 302, 381-415, 422, 
434, 442-444, 448, 450, 499, 601, 
504-507, 613, 622, 551, 654, 669, 
560, 566n, 672, 588, 690, 697, 633 



INDEX 


675 


Eliot, Charles W., 91, 313, 442, 470, 
480, 400, 518, 628 
Elite, education of, 38 
Elyot, Thomas, 8, 32, 421, 400, 514, 614 
Emerson, Ralph W., 15, 126, 376 
EmiU, 110, 120, 200, 221, 266, 331, 368 
Emmanuel College, 464, 477 
Emotion, 328, 342, 345, 368, 408n, 415 
Empiricism, 115, 116, 118, 238, 620 
Encyclopedism, 10, 263 
Endowments, 464 
Ends of education (see Aims) 

England, 34, 41, 42, 45, 46, 62, 69, 87, 
94, 231, 265, 277, 279, 294, 328, 
390, 408, 421, 427, 430, 464, 470, 
488-491, 611, 618, 543-517, 557, 
658, 572, 586, 614, 615, 617 
English, as subject in curriculum, 434, 
436, 441, 442, 450, 527 
English Classical School, 434-436 
English High School, 434 
Englith Schoolnuuier, 501 
Epicureanism, 29, 30, 128 
Epworth League, 339 
Equalitarianism, 13, 31, 33, 34, 35-37, 
44, 45, 160, 365, 367, 473, 5SS, 560 
Equality of educational opportunity, 
24, 31, 38, 30, 49, 60, 118, 550, 574, 
608, 609, 617 

Equipment, school building (see School, 
furniture in) 

Erasmus, Desiderius, 7, 10, 111, 112, 
182-185, 421, 423, 538 
Eiway Concerning Human Vnderttand- 
ing, 116 

Essay on National Education, 207, 363, 
364, 542 

Essentiolists, 134, 244, 306, 415 
Essentials, minimum, 295, 296, 392, 
402, 540 

Evangelism, 328, 339, 342, 343, 347, 
354, 470 

Evening school, 375 
Evolution, theory of, 39, 107n, 125, 127, 
120-131, 149, 204, 306, 308, 023, 
037 

Examinations, 24, 25, 166, 188, 225, 
226, 378, 398, 410, 411, 456, 496, 
508, 611, 583, 687, 580, 590 
of teaohera, 521, 562 


Exhibition, school, 601 
Experience, role of, in education, 107n, 
127, 128, 184, 206, 210, 213, 214, 
243, 304^306, 311, 312, 347, 350, 
351, 361, 364, 441 

Experimental schools, 348, 408n, 413, 
414, 624 

Experimentalism (see Pragmatism) 
Explication de lextes, 187n 
Extracurriculum, 91, 275, 277, 288, 
455 

F 

Faculty, academic, 438, 459, 466, 477, 
484, 486, 487, 400 

psychology, 11, 13, 15, 135-139, 141, 
142, 145. 151, 154, 201, 252, 308, 
323, 480 

Family, 93, 186n, 228, 343, 356, 364- 
373, 409, 636, 539-541, 544, 556, 
559, 564, 565, 606 
Faribault-StiUwater plan, 564, 565 
Fascism, 50, 61, 73, 618, 636 
Fathers, 85, 99, 113, 173, 186, 199, 206, 
363, 366, 367, 370, 371, 427, 494, 
536 

church, 255, 307 
Federal (hiildrcn’B Bureau, 373 
Fellcnbcrg, Emanuel, von, 211, 231, 
281, 471 

F6nelon, 150n, 192, 193, 198, 331, 540 
Ferry laws, 38 
Feudalism, 39, 82, 615 
Fichte, Johann G., 38, 39, 55, 57-60, 
124, 540, 631 

Finance, 62, 63, 67, 79, 80, 334, 466, 
512, 516, 537, 546, 669, 584, 586, 
601, 603-611 

{Set also Taxation; Teachers, 
salaries) 

Finishing school, 473 
First Lessons in Arithmetic on the Plan 
of Pestalozzi, 215 

First Principles of Gosemmenl, 544, 546 
Folkways, 2, 25, 27, 29, 75, 76, 97, 318- 
320, 535, 613 
Forster Act, 546 
Fourier, Francois C., 372 
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F^oe, 36, 41, 42, 44, 66, 66, 60, 62, 66, 
69, 73, 207, 266, 389, 421, 427, 430, 
469, 660, 667, 676, 616, 619, 620 
Francke, August H., 115, 116, 206; 263, 
280,603 

Ptanklin, Benjamin, 83, 376, 430, 431 
Fraternities, 290 
Frederick the Great, 603 
Free schools (see Public education) 
Freedom, 20, 47, 132, 190, 209, 211, 
221-223, 235-237, 274, 321, 334, 
342, 365, 302, 400, 407, 414, 416, 
646, 662, 660, 566, 667, 572, 637 
academic, 27, 40, 62, 334n, 480, 487, 
490, 629, 626-638 
the wiU, 67, 128, 145, 146, 631, 632 
ftCtnch Revolution, 36, 62, 66, 56, 61, 
263, 272, 314, 374, 391, 467, 468, 
473, 478, 542, 666, 616, 620, 630, 
633 

Freud, Sigmund, 19, 20, 147, 168, 169, 
236,414 

Froebel, Friedrich, 14, 16, 124-128, 
130, 212, 221-224, 234, 236-238, 
241, 242, 244, 282, 283, 285, 287, 
301, 302, 308, 309, 311, 340, 343, 
346, 349, 360, 394, 405, 407, 412- 
414, 631, 620, 622, 623 
Frontier in American education, 42, 
7^ 03 

Functional psychology, 150-166 
Functions of education (see Aims) 
FirttemehvUn, 33 

O 

Galen, 181, 484 
Galileo, 258 
Qaiant homme, 12, 426 
Gallon, Francis, 161, 163 
Games, 262, 277, 280, 319, 330, 382, 
411 

Gary, Ind., 697 

General education, 446, 449, 453, 508 
General Education Board, 629, 602 
General method, 233, 241, 243 
Genetic psychology, 148, 140 
Gentile, Giovanni, 40, 41 
(Sentleman, 4, 8, 42, 267, 276, 477, 481, 
614 


Geography, 66, 61, 65, 83, 171, 207, 
216n, 251, 272, 285, 310-312, 364, 
300, 391, 394, 397, 403, 410, 411, 
428, 430, 431, 627, 500 
Geometry, 82, 102, 139, 140, 251, 263, 
304, 418, 430, 431, 436, 466, 476, 
510 

Germany, 9, 69-61, 63, 09, 73, 116, 
122, 125, 156, 223, 233, 236, 258, 
265, 310, 328, 350, 386, 301, 403, 
404, 421, 424, 427, 470, 484-488, 
461, 557, 558, 618, 622, 636 
Gesell, Arnold, 140, 408 
Gestalt psychology, 139, 166, 157, 311 
Gibbons, James, Cardinal, 664 
Gifts and occupations, 223, 234, 237, 
242, 282, 412, 413 
Gilman, Daniel C., 400 
Girls, education of, 102, 395, 431, 432 
(iSee alto Women) 

God, 0, 31, 36, 47, 80n, 84, 105, 109, 
111, 113-115, 118, 124, 126, 142, 
168n, 176, 106, 204, 205n, 223, 236, 
307, 326-331, 335, 343, 347, 348, 
354, 405, 500, 542, 554, 556, 570, 
571, 627-629, 632 

Grace, divine, 110, 111, 191, 323, 327, 
332, 347, 354 

Grades, organization of school by, 338, 
395-398, 410, 423, 569, 572, 588, 
595 

Graduate school of education, 483, 486- 
491, 526 

Grammar, as subject in curricuium, 29, 
82, 171, 174, 177, 182, 198, 260, 
264, 256, 257-262, 293, 299, 304, 
359, 382, 393, 397, 401, 410, 417- 
420, 425, 430, 436, 466, 476, 476, 
510 

school, 416-121, 602 
Greece, 2-6, 8, 11, 25-29, 63, 76, 77, 
97-106, 111, 169, 173, 228, 260- 
254, 256, 257, 261, 263, 267, 288, 
307, 318-320, 322, 326, 330, 342n, 
359, 361, 365, 366, 381, 382, 416- 
418, 420, 423, 426, 454, 466, 474^ 
476, 481, 482, 485, 494, 495, 536, 
636, 669, 612-614, 615, 626, 627, 
628 

Griscom, John, 118n 
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Growth, 21, 107n, 131, 147, 304, 344, 
414 

Orundtehule, 40 
Oiurino, 268 

Guidanoe, 02, 169, 164, 316-317, 444 
Guild, medie^, 82, 8^ 360, 419, 462, 
638 

QurUm’t Bfagatine, 636, 636 
GutaMutha, J. C. F., 274 
Gymnasium, 63, 274n, 276, 277, 350, 
607, 639 

Qymnanum, 421, 486 
Gymnastics, 274-276, 281n, 504, 597 

H 

Habit, 00, 102-104, 162, 320, 321, 330, 
340n, 343, 346, 360, 352, 361, 362, 
365, 302, 409, 417, 480, 482 
Hall, G. Stanley, 148, 140, 236, 309, 
407, 490, 514, 620 
Hall, Samuel R., 609 
HaUe, University of, 181, 486-487, 
603 

Hampton Institute, 281 
Hancock, John, 43 
Hard Tima, 216 

Harper, William R., 378, 443-445, 401, 
402 

Harris, William T., 126, 234, 235n, 246, 
261, 341, 406, 528 

Harvard, 313, 464, 466, 467, 460, 471, 
474, 477, 478, 490, 519 
Haskell Institute, 281 
Hawley, Gideon, 576 
Hayes, Carleton, J. H., 65 
Health, 17, 110, 277, 389, 393, 403, 405, 
400, 451, 671, 630 
Healy, William, 164 
Hebrew Sabbath School Union, 338 
Hebrews (see Jews) 

Hecker, Johann J., 263, 280, 603 
Hedge schools, 384 

Hegel, Georg W. F., 16, 16, 40, 41, 60, 
122-124, 120-131, 222, 228, 235n, 
301, 307, 310, 340r^ 541, e22n 
Heidelb^, itSO 
HOoia, 472 

HelveUus, 118, 128, 142, 329*1, 642, 616, 
620 


Herbart, Johann F., Ill, 161, 212, 224, 
233, 260, 272, 307^308, 311, 312, 
34(^ 342-343, 351, 611, 618, 630, 
691 

on method, 219-221, 233, 234, 240, 
244-246, 393, 394, 411, 640, 541, 
602 

philosophy of education, 15, 16, 127- 
120, 134 

education psychology, 144-147, 151, 
164 

Heredity and environment, 135, 136, 
142, 161 

Hieronymians, 423 

school, 89-02, 432-438, 482, 513, 
516, 554, 661, 507, 610, 634 
Higher Question, 49, 89, 377, 448, 450, 
454-492, 605, 626 
Hill, Patty S., 407 
Hmdus, 2, 24 
Hippocrates, 181, 484 
History, in the curriculum, 41, 66, 61, 
65, 73, 128, 171, 207, 262, 269, 271, 
272, 290, 302, 310, 311, 342, 364, 
390, 391, 410, 411, 413, 423, 428, 
431, 436, 450^ 461, 453, 505, 500, 
635 

of education, 511 

philosophy of, 307, 308 
Hitler, 73, 487n 
Hoar Bill, 66 
HoUday, 175, 228, 220 
Home, 17, 224, 319, 325, 344, 408, 472, 
303, 540-543 

Home economics (see Domestic science) 
Homer, 382, 423, 626 
Hoover, Herbert, 277 
Hopkins, Mark, 465n 
Hornbook, 226 

Home, Herman H., 21, 126, 127 
How Gertrude Teaehet Her Children, 369 
Haw We Think, 239, 317 
Hughes, Bishop John, 662 
Human nature, 117, 214, 323, 324, 326, 
336, 364, 355 

(See also Child, nature of ; Man, 
nature of) 

Humanism, 114, 182-186, 262, 263, 
265-269, 279, 292, 294, 326, 477, 
480, 484, 616 



678 


A HISTORY OF THE PROBLEMS OF EDUCATION 


Humaniatio education, 7—10, 111, 112, 
187, 207, 290, 448, 462, 453, 490 
school, 83, 420-426, 501, 638, 570, 
671, 017 

Humanists, 9, 111, 212, 669 
Humanitarianism, 60, 79, 86, 87, 229, 
662 

Humanities, the, 83, 89, 182, 186, 104n, 
266-259, 269-273, 312, 340n, 423, 
424, 426, 431, 453, 470, 477, 478, 
480, 484r486, 634 
Hume, David, 121, 143, 145, 151 
Hutchins, Robert M., 133, 483 
Huxley, Thomas, 265, 479 
Hygiene, 159, 277 

I 

Idea of a VnioertUy, 481 
Idealism, 102, 115, 120-127, 236, 307, 
311, 340a, 407 

Ideas, innate, 102, 107, 116, 136, 141 
Ideomotor activity, 146, 342, 343 
Iliad, the, 318 

Imitation, 166-170, 173-176, 217, 357, 
358, 365, 446 
Immortality, 6, 126, 137 
Index Librorum Prohibitorum, 331 
IndU, 2, 167, 493, 494 
Indians, education of, 281 
Individual, the, 13-16, 25-31, 41, 46, 
69-01, 82, 102, 112, 126, 132, 235, 
536, 635 

Individual differences, 20, 28^ 37, 47, 98, 
131, 134, 159-164, 175, 181, 314, 
398, 400, 415, 540, 547, 625 
Induction and deduction in teaching, 
233 

Industrial arts (see Art) 

Industrial Revolution, 13, 41, 42, 62, 63, 
79, 86-92, 266, 268, 278, 279, 281, 
284, 337, 371, 376, 388, 389, 471, 
473, 478, 531, 645, 652, 007, 617 
Infant school, 87, 389, 396, 402-405, 
630 

Iziformal education, 1, 12, 75, 76, 81, 
250, 318, 357-364, 375, 380, 454 
Inspection (see Supervision) 

Instincts, 14, 101, 151, 162, 164, 236, 
346, 340n 


Institute, mechanics’, 281, 376 
teacher, 508, 524, 626, 539, 692 
Institute for Social and Religious Re- 
search, 362 

Inetituiet of Oratory, 5, 176, 496 
Instrumentalism, 20, 239, 296, 306, 516 
{See also Pragmatism) 

Integration, 301, 311, 312, 449, 517 
Intelligence, 35, 102, 103, 105, 108, 129, 
131, 138, 316, 346, 475, 482 
Interest, 16, 120, 127, 146-148, 184, 
198, 209, 217, 220, 221, 236n, 241, 
245, 303, 310, 315, 341, 414, 462 
Interest and Effort, 131 
Interest as Related to the Training of the 
WiU, 241 

International Bureau of Education, 72 
International Council of Religious Edu- 
cation, 337 

International Curriculum of Religious 
Education, 350 

International Education Congress, 348 
International Ladies’ Garment Workers’ 
Union, 376 

International Lesson Committee, 337, 
338, 350 

International Sunday School Associa- 
tion, 337 

Internationalism and education, 70-74 
Iowa, University of, 408, 519 
Iowa plan, 353 

Ireland, Archibishop John, 564 
Isaiah, 383 
Islam, 627, 628 
Isocrates, 4, 5, 180, 181, 495 
Italy, 9, 61, 256, 268, 326, 421, 424, 618, 
636 

J 

Jackson, Andrew, 45, 552, 579 
Jahn, Friedrich L., 274, 276 
James, William, 150-163, 236, 301 
Jansenists, 191, 192 

Jefferson, ’Thomas, 43, 44, 314, 396, 
468-470, 479, 489, 551, 633 
Jesuits, 33, 34, 110, 186-193, 205, 225, 
269n, 423, 464, 500, 601, 670, 671, 
588, 628 
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Jeaua, 6, 31, 111, 170, 264n, 266, 847n, 
354-356, 374, 627, 633 
Jews, 80, 31, 63, 64, 60, 76, 167-170, 
173, 175, 184, 307, 810, 324, 326, 
338, 347, 863, 366, 383, 384, 446, 
404 

John Dewey Society, 630 
Johns HopJuns University, 878, 480, 
400, 602 

Johnson, Marietta, 414 
Journal of Adult Educaixonf 370 
Judd, Charles H., 155, 586fi 
Junior college, 444, 446 
Junior high school, 442—444 
Junior Red Cross, 368 

E 

Kalamazoo case, 434, 436, 683ti 
Kandel, Isaac L., 462 
Kant, Immanud, 47, 121, 122, 127, 
144n, 200n, 210ii, 222, 228fl, 273n, 
340, 341, 342n, 344, 346, 540, 610, 
620 

Kent, Chancellor, 460, 470 
Kepler, 258, 265, 330 
Kilpatrick, William H., 154n, 242-244, 
510 

Kindergarten, 125, 223, 234, 282, 302, 
373, 304, 402-408, 522, 661, 597 
Kings College, 467, 478 
Kleinkinderbeumhranalalten, 403 
Knighthood of Youth, 353 
Knights of Labor, 92 
Knowledge, as aim of education, 10, 11, 
81-83, 105, 306 

nature of, 99, 101-103, lOSn, 116, 121, 
129, 130, 238, 200, 300, 342, 347, 
4g8n 

Knoz, John, 113 
Knox, Samuel, 67, 660 
Kohler, Wolfgang, 167 

L 

Labor, organized, and education, 02, 03^ 
623n 

Laboratory, school, 232, 240, 630 
La Chalotais, 11, 37, 68, 69, 207, 363, 
364, 374, 380, 542 
Ladder, educational, 434 


Laiuafaire, 20, 59, 62, 87, 88, 01, 236, 
462, 470, 643-647, Kl, 652, 566 
lancaster, Joseph, 217,''380, 507, 594 
Language, modern foreign, 41, 56, 269, 
270, 428, 431, 441, 442, 450, 453 
I^tin, 11, 64, 01, 140, 141, 182, 184, 
188, 100, 212, 256-262, 270, 271, 
384, 385, 301, 393, 420, 427, 428, 
430, 434, 462, 468, 471, 477, 480, 
485, 505 

in grammar school, 42, 83, 396, 397n, 
421, 425, 428-430, 432-434, 473, 
505, 606 

law, professional study of, 82, 85, 457, 
468, 484, 488, 497, 615 
Lawrence Scientific School, 471 
Lam, the, 105, 404, 614 
League of Nations, 72 
Learning, 10, 104, 107, 108, 116, 120, 
126, 136, 138, 139, 141, 152, 153, 
155-158, 169, 179, 213, 234, 243, 
301, 302, 310, 350, 379 
Lecture method, 180-183, 201, 225, 
458-460, 464, 498 
Lecture* on Sehoo-Keepinn, 509, 610 
Lehrereeminar, 504, 510 
Leibnitz, Gottfried W., 127, 144 
Leisure, 8, 76, 78-83, 90, 91, 94, 95, 
294, 359, 360, 371, 372, 374, 381, 
393, 417, 475, 478, 641 
Leo XIII, Pope, 632, 633 
Leonard and Gertrude, 368, 369 
Le Pelletier, 35 
Lewis, Diocletian, 276 
Liberal arts, 82, 90, 182, 250, 255, 263, 
266, 290, 418, 421, 430, 441, 455, 
458, 464, 472, 474, 475 ji, 490, 498, 
514, 515, 517, 520, 534 
liberal arts education, 4, 32, 81, 83, 
00, 182, 283, 284, 419-421, 424, 
426, 429, 435, 445, 448, 452, 453, 
474-484, 486n, 492 

liberalism, 35-39, 42, 60, 91, 479, 
480, 64^ 650-552, 619, 620, 631- 
633 

Liberlas philotophandi, 485, 487 
Libertai praeitantiseimum, 632 
Liberty, civil, 634 

Library, 73, 281, 375-377, 455, 616, 694, 
639 
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Unooln, Abraham, 64, 472 
Ling, Fdir H., 27S, 276 
Literature, aa eubject in curriculum, 66, 
61, 66, 246, 310, 311, 842, 382, 891, 
393, 410-412, 605, 636 
Little Sohoola of Fort Royal, 161 
Locke, John, 83, 120, 121, 208, 212, 222, 
238, 273, 282, 286, 329-331, 363, 
368, 388, 643, 614, 616, 620 
diaciplinaiy theory of education, 140, 
197-199, 260 

educational peychology, 44, 116, 118, 
141-143, 161, 154, 160, 202 
Logic, as subject in curriculum, 29, 82, 
260, 264, 256, 267, 268, 260, 293, 
417, 418, 420, 430, 466, 476, 476 
Logical vs. psychologioal organisation, 
216, 241, 299, 300, 302-307 
Logos, doctrine of the. On, 109 
Lowell Institute, 376 
Lucian, 495, 600 
Ludui, 881, 383 
Lusk Committee, 618, 686, 637 
Luther, Martin, 9, 32, 33, 69, 112, 113, 
ll»n, 186, 186, 326-329, 339, 367, 
886, 424. 485. 600, 639, 658, 661n, 
669, 628 
Lyofe, 38,421 
Lyceum, Aristotle’s, 464 
Lyceum movement, 376, 377, 627 
Lyon, Mary, 478 

M 

Madison, James, 43, 488 
Magaiine, profeeeional, 66, 524^ 626, 
627, 678 

Magdeburg, 104n, 630 
Malthus, Thomas R., 84 
Man, dignity of (see Personality, respect 
for) 

indeSnite perfectibility of, 118, ^1| 
661, 619 

" the measure of things, 20, 97, 101, 
171, 320 

nature of, 113, 114, 117, 118, 128, 186, 
191, 201, 292, 293, 326, 423 
{See alto Child, nature of; Human 
nature) 

Mandeville, 86 


Mann, Horace, 45, 46, 88, 80, 118, 226, 

226, 280, 237, 335, 348, 397, 609, 
627, 631, 664, 666, 660, 677, 678, 
693, 607, 608, 622, 634-636 

Manners, 7-0, 42, 267, 310, 320, 866, 
367 

Manual-labor movement, 231, 471 
Manual training, 81, 202, 234, 274, 280, 
281, 330, 394, 411, 690, 691, 607 
Marks, school, 189, 344 
Marriage of Philology and Mercury, 420 
Marshall, John, 467 
Marx, Karl, 87, 06 
Mason, Lowell, 216n 
Massachusetts, 70, 230, 334-386, 369, 
376, 376, 412, 428, 430, 467, 648, 
664, 658, 660, 567, 673, 677-670, 
604, 637 

MaeeaehueelU Common SiAool Journal, 
526 

Massachusetts Institute of Technology, 
471 

Master, school, 457, 498, 572, 688 
Mateririism, 161, 166, 267, 2^ 426 
Mathematics, 28, 83, 91, 102, 140, 141, 
171, 207, 252, 260, 262, 266, 290, 
312, 401, 428, 431, 436, 441, 442, 
450, 467, 476, 486, 505 

(See alto Arithmetic; Geometry) 
McMurty, Charles, 310, 311, 611 
McMurry, Frank, 310, 311, 611, 510 
Measurement, 16^164, 686 
(See aim Teats) 

Mechanism, 35, 117, 128, 166, 206n, 311 
Medical examination, of pupil, 277, 400, 
557 

Medicine, professional study of, 82, 86, 
261, 274, 467, 458, 488, 497, 616 
Melanohthon, Philipp, 423n 
Memoriter, 39, 165-170, 173-176, 181- 
183, 188, 201, 207, 208, 213, 217, 

227, 229, 262, 266, 308, 826, 337, 
344, 351, 480, 406 

Meno, the, 99, 100, 171 
Merr^-Peilmer School, 400 
Methodism, 115, 328, 377 
Methods of instruction, 67, 62, 118, 182, 
134, 165-248, 268, 306, 312, 836, 
860, 403, 410, 411, 496, 604, 610, 
662, 626, 640 
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MicUgui, Univenity of, 489, 470, 489, 
618, 619 

Middle Agee, 6-8, 31, 78, 82, 103, 107, 
112, 177, 178, 180, 246, 266, 268, 
266, 268, 279, 284, 825, 327, 328, 
330, 360, 867, 374, 384, 386, 396, 
418-420, 466-467, 460, 461, 476, 
476, 490-499, 606, 634, 638, 603, 
615, 641 

Middletown, 410, 411, 415 
MiU, John S., 547, 603 
Milton, John, 9, 206n, 260, 261, 427 
Mind, 36, 44, 116, 121-128, 134, 185- 
137, 160, 210n, 260, 267, 296, 311, 
320, 330 

{See alio Intelligence) 
and body, 132, 136, 137, 140, 160, 
156, 201, 252, 293, 395 
Minneeota, University of, 483 
Missouri, University of, 302, 303 
Modem Foreign Language Study, 298 
Monastery, 178, 419, 538 
Monitorial instruction, 217-219, 230, 

389, 390, 395, 396, 507 
Monroe, Paul, 519 

Montaigne, Michel de, 10, 183-185, 
261, 363, 368, 477, 499, 600, 629 
Montesquieu, 617 
Montessori, Maria, 234n, 351, 414 
Moral education, 10, 21, 69, 86, 253- 
255, 257, 261, 268, 272, 279, 318- 
357, 366, 367, 371, 372, 383, 387, 

390, 393, 408, 416, 431, 464, 465, 
644, 547, 557, 561 

(See alto Character education) 
Morals, 9, 26, 63, 134, 345, 388, 420, 
423, 446, 531, 637, 632, 633, 635 
Morill Acts, 64, 05, 283, 471, 472 
Morrill, Justin S., 471 
Morrison, Henry C., 244 
Mother, 168, 186n, 224, 365, 360, 368, 
370-372, 382, 400n, 409, 494, 531, 
536, 566 

Motivation, 29, 214, 230, 240, 243, 340, 
341, 346 

by prises, 231n, 344, 508 
Mount Holyoke, 473, 474 
Moving school, 573 
Mulcaster, Richard, 206fi 
Museum, 231, 376, 412 


Muaie, 3, 82, 2ien, 234, 253, 284, 287, 
290, 321, 324, 381, 382, 394, 412, 
418, 451, 465, 476, 504, 610, 590, 
691, 507, 

N 

Napoleon I, 38, 480, 487, 676, 616, 617, 
630 

Napoleon III, 62 

Nation, 147n, 334, 627, 559, 630, 638 
in medieval university, 367 
National Catholic Educational Associa- 
tion, 629 

National Council of Parental Educa- 
tion, 373 

National Education Association, 65, 
66, 94, 163, 294, 295, 308, 401, 437, 
440, 442, 447, 449, 489, 616, 616, 
528, 629, 632, 564 
National Herbart Society, 147, 530 
National Socialism, 61, 69, 73, 618 
National Society for the Study of 
Education, 295, 530 
National Superintendents Association, 
528 

National Teachers Association, 528 
National Vocational Guidance Associa- 
tion, 316 

National Youth Administration, 66 
National Youth Commission, 453 
Nationalism, 13, 18, 52-74, 110, 269- 
272, 278, 284, 387, 391, 488, 650, 
557, 619 

(See alto Patriotism) 

Naturalism, 47, 114-120, 129, 133, 134, 
252, 263, 265-270, 274, 279, 280, 
340, 341, 361, 355, 426, 480, 632 
Nature, human, 99-101, 107, 111, 112, 
116, 117, 147, 185, 320, 321, 326, 
327, 639 

and nurture, 102, 103, 135, 136, 142, 
161, 166 

(See alto Child, nature of; Man, 
nature of) 
law of, 119, 331 

world of, 14, 36, 100, 112, 117, 119, 
123, 131, 206, 210, 212, 263-266, 
280, 331, 368, 621, 630 
Naumberg, Margaret, 414 
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Navigation in the curriculum, 83, 280, 
436, 607 

Nazis, 39, 40, 61, 74, 487n 
Needs of children, 19, 299, 303, 315 
Negroes, 46, 67, 281 
Neohumanism, 16, 261, 269, 342 
Netherlands, 72 
Neutral school, 355 
New College, Columbia, 517 
New Deal, 51, 67, 624, 636 
"New” education, the, 47, 413n 
(See also Progressive education) 
New Education Fellowship, 630 
New England Association of Colleges 
and Preparatory Schools, 614 
New England Association of Colleges 
and Secondary Schools, 439 
New England Primer, 386, 387 
New York City, 512, 627, 688 
New York Free School Society, 603 
New York, State of, 334, 336, 378, 386, 
396, 431, 432, 467, 607, 614, 662, 
565, 576, 591, 607, 608, 618 
University of the State of, 378, 676 
Newman, John, Cardinal, 481, 483 
Newton, Isaac, 117, 119, 161 
Nietzsche, Friedrich W,, 39 
Nominalism, 107, 108, 112, 114, 466 
Normal school, 45, 233, 507-516, 525, 
532, 584, 591, 621, 634 
North Central Association, 438 
Northwest Territory, 63, 604 
Novum Organon, 114, 204, 205 
Nursery, day, 409 
school, 373, 408-410, 445 
Nurture, Christian, 349, 366 

(See alto Nature, and nurture) 

O 

Oath, Ephebic, 25, 446 
loyalty, 637 
of supremacy, 628n 

Obedience, 39, 127, 228, 229, 237, 340n, 
341, 371, 510, 629n 
Oberlin, Jean F., 402 
Object lessons, 118, 212-218, 223, 230- 
232, 237, 280, 281, 285, 341, 369, 
394, 412, 511 

Objectives, of education (see Aims) 


Occupations (see Gifts and occupations) 
Odyatey, the, 318 
Ohio, 376, 434 
Olmstead, Denison, 506, 518 
Orator as educational ideal, 6, 30, 254, 
288, 418, 496, 614 
Oratorians, 427 

Or&M Ptctus, 115, 202, 206, 213, 219, 
248 

Ordinance of 1787, 9, 63, 333, 604, 605 
Oregon, 566, 567 
Organismic psychology, 156 
Organon, of Aristotle, 204, 460 
Origen, 456 
Origin of Speciet, 130 
Original sin, 110, 111, 186, 331, 332, 
348, 354, 355, 370 

Oswego Normal School, 231, 510, 511 
Owen, Robert, 87, 118n, 332, 372, 389, 
402, 404 

Oxford University, 457rr, 463, 464, 466 
P 

Paganism, 325, 456 
Page, David P., 230, 231, 510, 533 
Painting, in the curriculum (tee Art) 
Palaeatra, 381 

Pansophisro, 10, 71, 115, 263 
Parents, 85, 186n, 200, 210, 211, 225, 
22^ 254, 328, 329, 359, 367, 369, 
370, 373, 409, 412, 494, 495, 537, 
640-542, 648, 551, 656, 659-561, 
505n, 581, 620, 641 

(See also Fathers, Mother) 

Paris, 456, 457, 462, 463 
Parker, Francis W., 234, 235, 237, 302, 
310, 343, 344, 346, 349, 411, 412, 
566 

Parkhurst, Helen, 247 
Parochial schools, 335, 338, 386, 523, 
528, 547, 553, 561, 587, 588, 606 
Parsons, fVank, 316 
Patriotism, 3, 53-55, 271, 274, 276, 284, 
391, 542 (see also Nationalism) 
Pauper school, 548, 555, 557, 606 
Pavlov, Ivon P., 153n 
Peabody, George, 602 
Pedagogical Seminary, 520 
Pedagogue (see Teacher) 
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Pedagogy, 431, 504, 605, 610, 511, 614, 
518, 610 

Pedantry, Of, 499 
Penmanship (see Writing) 

Pennsylvania, 380, 430, 434 
Pension, 603, 504, 629, 534 
Pericles, 26, 27 

Personality, respect for digmty of, 39, 
79, 122, 134, 257, 640 
Personnel, 449 

Pcstalozzi, Johann H., 14, 15, 38, 39, 
57, 58, 117, 118, 124, 143, 171, 
205n, 21 In, 212-217, 219, 221, 223, 
224, 230, 231, 234, 237, 238, 242, 
246, 280-282, 286, 336, 340-343, 
368, 369, 394, 403, 411, 503, 504, 
510, 511, 518, 541, 591, 592, 620- 
622 

Petrarch, 54, 256 
Phi Beta Kappa, 290 
Philanthropinum, 211, 212, 263, 266, 
267, 274, 280 

PhUanthropy, 35, 42, 79, 87, 387-391, 
396, 545, 551, 601-603 
Philosophy, 35, 36, 82, 436, 454, 485, 
495, 026, 627 

of education, 20, 21, 96-134, 222, 238, 
267, 296, 301, 306, 31 1, 314, 405- 
407, 412, 451, 481, 504, 511, 515, 
518, 519, 530, 639, 640 
Phrenology, 138 

Physical education, 3, 87, 202, 212, 
251, 255, 257, 273-277, 280, 281n, 
288, 289, 381, 382, 389, 394, 403, 
416, 504, 557, 566, 590, 591 
Physiology, 274, 275, 277, 451, 610 
Pietism, 115, 328 
Pinckney, Charles, 488 
Pius IX, Pope, 563, 631 
Pius XI, Pope, 324n, 354, 563, 631, 632 
Plato, 105, 181, 265, 321, 365, 382, 454, 
494, 536, 625, 629, 632, 641 

philosophy of education, 98-103, 106, 
122n, 130, 267 

psychology, 116, 135, 136, 139-141, 
160, 171, 172, 199 

social theory of education, 3, 4, 27-29, 
31, 37, 47, 48, 76, 159, 613, 618, 
619, 626 

Platoon plan, 597 


Platter, Thomas, 423n 
Play, 87, 124, 125, 176^ 198, 222, 282, 
302, 303, 344, 394, 405, 407 
Play School, the, 414 
Pliny, 537 
Pluralism, 566, 567 

Political influences in education, 4, 16, 
23-51, 387, 391-393, 420, 430, 549, 
560, 636 

PolUict, the, 23, 27-29, 103, 106, 475, 
614 

Poor law, English, 548 
Port Royalists, 4^ 

Porter, Noah, 447 
Poughkeepsie Flan, 562-565 
Pragmatism, 20, 95, 115, 129, 130, 132- 
134, 157, 239, 296, 306, 311, 346, 
407, 412, 451, 453, 636, 640 
{See alto Instrumentalism) 

Pratt, Caroline, 414 
Pratt Institute, 281 
Prefect of studies, 464, 570-572 
Prelection, 186-193, 201, 225 
Preschool period, 381, 541 
Priestley, Joseph, 544 
Primitive education, 1, 2, 365, 445, 
612 

Princeton University, 466, 474 
Principal, school, 43^ 506, 533, 571n, 
572, 582, 588-590 

Private education, 50, 62, 409, 431, 432, 
522, 523, 528, 535-567, 569, 587, 
606, 624, 634 

Problem method, 237-243, 248 (see also 
Project method) 

Professional education, 78, 445, 453, 
486, 488-492, 515, 517, 615 
Professionalism in athletics, 252 
Progress, 3, 37, 107n, 118, 131, 612- 
642 

Progressive education^ 19-22, 27, 95, 
129, 133, 156, 214n, 235, 236, 244, 
287, 306, 312, 349, 356, 361, 412- 
415, 441, 561, 598, 599, 624, 640 
Progressive Education Association, 46, 
348, 530 

Project method, 242-244, 306, 312, 
350 

{See alto Problem method) 
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IVomotion, of pupils, 188, 240, 308- 
401, 410, 414, 669, 683, 688 
of tesderB, 608 
IVotagoras, 07, 170^ 174, 250 
l^testaut Refonnation, 0, 13, 112, 268, 
268, 288, 314, 32&-330, 369, 374, 
886, 428, 430, 473, 477, 638^640, 
542, 548, 557, 669 

ProteBtantism, 20, 33, 69, 112, 113, 126, 
331, 336, 339, 347, 364, 385, 699, 
628 

ftovincial, Jesuit, 629 
PrusaiB, 38-40, 57, 63, 66, 237, 391, 307, 
486, 487, 603-606, 609-511, 669, 
670, 621, 630, 631 

Ffeychoanalysis, 19, 147, 158, 159, 236 
Psychoclinic, 408 

Psychology, 44, 47, 95, 117, 135-164, 
171, 219, 223, 236, 238, 243, 246, 
301-303, 305, 310, 311, 314, 316, 
842, 343, 348, 350, 379, 300, 401, 
412, 414, 443, 451, 606, 511, 510, 
622,620 

Public education, 33, 46, 50, 67, 69, 
87-93, 218, 219, 272, 316, 334-336, 
344, 346, 350, 406-410, 422, 431- 
435, 447, 482, 612, 526, 627, 636- 
567, 691, 603, 620, 622, 624, 634, 
636 

Public Schools, the Great, 42, 64, 544 
Pueblo plan, 390 

Punishment, 140, 319, 331, 340n, 343- 
344, 356, 671 

{See also Discipline, classroom) 
Puritanism, 113, 124, 190, 222, 288, 
289, 327, 385, 464, 477, 544, 548, 
549 

Purpose, of learner, 147, 155, 157, 
243 

Pythagoras, 172, 261 

Q 

Quadrinum, 82, 250-252, 264, 267, 258, 
268, 265, 418, 420, 476, 476, 479, 
484 

Questionnaire, 148, 149 
QuMelet, Lambert A., 162 
Quincy, Mass., 302, 398, 410-412, 687, 
691, 696 


Quintilian , 5, 139, 140, 160, 173, 175, 
182, 184, 187, 383, 418, 421, 496, 
496, 536, 537, 540, 642, 543 

R 

Rabelais, PVancois, 10 ' 

Raddiffe College, 474 
Raikes, Robert, 337, 338, 389 
Rand School of Social Science, 376 
Rate bill, 549, 661, 567, 603, 604, 606 
Rationalism, 36, 54, 65, 115, 117-119, 
260n, 332, 368 
Batione studii, 182 

BaHo studiorum, 33, 187-191, 193, 423, 
464, 501, 571, 628, 629 
Ratke, Wolfgang, 115, 205, 206 
Reading, 85, 155, 20&n, 216, 233, 302, 
350, 382, 383, 387, 388, 390, 393, 
394, 397, 403, 410-413, 428, 431, 
436, 496, 548, 557 
circle, 377, 524, 692 
(See also Three R’s) 

Realism, 116, 127-129, 134, 212, 266, 
260, 261, 311, 362, 456 
humanistic, 261, 362 
sense, 115, 202-208, 262, 267, 270, 
279, 862 

social, 267, 362, 363 
ReaUty, 97, 102, 103, 105, 121, 130, 204, 
207, 251, 299 

“Reals,” Herbartian, 127, 144, 161 
RealschuU, 116, 206, 213, 263, 280, 427, 
428, 616 

Reason, age of, 117 
practical and theoretical, 104, 105 
Recapitulation, 129, 149, 307-309 
(See also Culture-epochs) 
Recitation, 217, 225, 246, 247, 248, 411, 
689 

Rector, 191, 458, 464, 466, 670, 671n, 
688 

Regents, New York State Board of, 
306, 440, 514, 576 
examinations, 691 

"Released time” for religious educa- 
tion, 353 

Religion, as force in education, 0, 31, 30, 
53, 116, 118, 140, 386-387, 390, 
430,469, 633 
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Rdigknu edaestron, 16, 266, 267, 278, 
818-866, ‘360, 387, 888, 800, 420, 
446, 620, 648, 640, 667, 668, 661, 
664, 690, 600, 637 
(/Set also CSiaraoter education; 

Moral education) 

BeligiouB Education Aaaociation, - 347, 
348, 362 

Renaiannce, 7, 0, 32, 33, 52-64, 78, 82, 
103, 111, 114, 138, 180, 182, 183, 
266, 267, 260, 266, 276, 278, 270, 
288, 325, 326, 328, 362, '367, 420, 
421, 423, 426, 428, 446, 462, 461, 
463, 476, 478, 484, 486, 400, 60(^ 
638, 552, 669, 602, 614-616 
Kenaaelaer Polytechnic Inatitute, 471, 
479 

Report of ike Commueion on ike Social 
Studies, 60, 208 

Rtpuhlie, the, 4, 27, 47, 40, 90-101, ISO, 
160, 373, 402, 613, 614, 626 
Reuarch, 365, 408, 487, 400, 629, 692, 
631 

Revelation, 109, 110, 323, 326, 327, 
332, 616, 632 

Rhetoric, 29, 174, 176, 177, 260, 264, 

255, 267, 268, 293, 417, 418, 420, 
454, 455, 475, 476, 405, 626 

Rbodea, 77 
Rice, J. M., 163 
Rights of man, 66, 392, 566 
Ritlerakademien, 33, 427 
Rivalry, as method, 231n 
Rockefeller, John D., 602 
RoUin, 500 

Romanticism, 22, 55-58, 60-62, 68, 119, 
120, 122, 132, 208, 222, 230, 236, 
244, 266, 200, 271, 286, 301, 306, 552 
Rome, 5, 8, 20, 30, 53, 54, 77, 173, 174, 

256, 257, 260, 261, 267, 288, 319, 
322, 325, 326, 367, 381-384, 417, 
418, 420, 423, 426, 446, 454, 455, 
476, 481, 404, 495, 636, 669, 593, 
614, 615, 026, 627, 041 

Rosenkrans, Earl, 122, 211n 
Rousseau, Jean J., 11, 14, 16, 22, 37, 41, 
47, 64, 65, 60, 110, 120, 126, 128, 
208-212, 220-222, 224, 230, 244, 
200, 260, 273, 274, 280-282, 285, 
331, 336, 340, 308, 373, 472, 020-622 


Rush, Benjamin, 67, 271, 272, 488 
Russ^, James E., 610 
Russia, 74, 04, 617, OIR 630 

8 

Sadler, Michael, 580 
St. Augustine, 177 

St. Jean Baptiste de la Salle, 103, 501- 
603 

St. John’s College, 484 
St. Louis, Mo., 39^ 406 
St. ^Bul, 186, 254n, 323, 343, 364, 500 
St. Tliomas Aquinas, 7, 21, 10^112, 
114, 120, 130, 133, 137, 138, 178- 
180, 26^ 325, 40Sn, 628 
Salerno, University of, 467 
Salles d^Atile, 403 
San Francisco Charter, 74 
State Normal School, 246, 400 
Santa Barbara plan, 399 
Sarah Lawrence College, 483 
Satan, 79, 113, 424 
Saxony, 539, 628n 

Scholasticism, 106-112, 137, 138, 176- 
180, 640 

School and Society, 22, 131 
School, formal, evolution of, 76, 358- 
360 

furniture in, 227, 229, 410, 697-599 
and social order, 358, 616-^24 
"School society,” 574 
Science, in the curriculum, 92, 94, 116, 
171n, 207, 252, 263-266, 269n, 270, 
278, 280, 293, 302, 311, 312, 362, 
394, 423, 430, 441, 442, 450, 453, 
471, 472, 470, 484, 616, 617, 635 
as influence on education, 17-19, 35, 
36, 89, 114, 129, 261, 259, 262, 
293, 296-299, 301, 305, 332, 339, 
343, 402, 412, 430, 485, 518, 519, 
632-634, 636, 639 
Scopes, trial of, 637 
Secondary education, 44, 45, 40, 89, 90, 
283, 313, 384, 393, 396, 397n, 401, 
402, 412, 416-453, 464, 477, 486, 
486n, 492, 499, 501, 506, 512, 522, 
572, 607, 616, 636, 638 
Secretary of Education, United States, 
64-66 
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Sectarianism, 336, 336, 387, 468, 635 
Seoulariam, 31, 69, 322, 325, 320-332, 
344, 346-340, 353, 354, 430, 466, 
467, 620 

Self-activity, (lea Activism) 
Self-estrangement, 123 
Self-realization, 123, 126, 301 
Seminarium praeceplorum, 503 
Seneca, 495, 499 

Senses, role of, in education, 102, 108, 
112, 114, 116, 123, 124, 136, 138, 
130, 141, 145, 212, 213, 216, 219, 
221, 233, 238, 262, 263, 293, 308, 
341, 342, 351, 369, 394 
Seven Cardinal PrincipUe rf Education, 
17, 94, 297, 314, 448 
Sheffield Scientific School, 471 
Sheldon, Edward A., 231, 511 
Shields, Thomas E., 351, 352ti 
Sic el non, 178 
Simon, Thdophile, 162 
Skepticism, 98, 121 
Slater, John F., 602 
SUvery, 46, 80, 81, 94, 175, 254, 273, 
284, 293, 322, 474, 489, 494, 495, 
552, 633, 634 

Sloyd manual training, 395, 412 
Smith, Adam, 68, 545, 546, 551, 603 
Smith, Samuel, 55, 264, 650 
Smith-Hughes Act, 65, 89, 283 
Social Frontier, The, 50 
Social studies, 92, 94, 312, 441 
Social Theory o/ BeUgioui Education, 
340 

Socialism, 362, 530, 546, 554 
Socialized recitation, 246, 246 
Society for Ethical Culture, 283, 348 
Society for Promoting Christian Knowl- 
es, 86, 388 

Society for the Propagation of the 
Gospel in Foreign Parts, 388 
Socrates, 76, 98, 103, 170-172, 176, 170, 
201, 252, 255, 265, 342, 373, 374, 
454, 614, 626, 626, 641 
Socratic method, 170-173, 177, 246, 625 
Same Thoughie Concerning Education, 
11, 83, 140, 197-199, 202, 329, 363, 
368, 387, 427, 614 
Song school, 638, 61 5 


Sophists, 26, 77, 96-98, 106, 110, 182, 
171, 172, 263, 320, 822, 361, 366, 
413, 454, 496, 660 

Soul, 103, 120, 127, 128, 137, 138, 143, 
144, 255, 354, 370, 476 
Sparta, 2, 3, 25, 26, 53, 169, 170, 250, 
359, 495, 536 
Special methods, 233, 243 
Spelling, 84, 205n, 206, 302, 300, 304, 
397, 410, 510 

Spencer, Herbert, 16, 17, 131, 214n, 265, 
294, 297, 344n, 546, 565 
Spiess, Adolph, 275 
S-R bond psydiology, 153 
Stanford University, 602 
State, the, 37, 63, 57, 60, 230, 322, 328, 
329, 355, 356, 419, 426, 428, 446, 
478, 628 

and educational administration, 324, 
373, 467, 539, 541, 546, 547, 569, 
572, 575-580, 608 

and sponsorship of education, 30, 45, 
411, 498, 503, 521, 522, 525, 526, 
570, 572 

as theory of education, 27-29, 38-41, 
105, 487, 616, 618, 619, 626, 
630, 631 

(See aleo Church, and state) 
Statistics, study of, 102 
Stevens, Thaddeus, 556 
Stoics, 29, 30, 128, 593 
Stowe, Calvin, 45, 397, 509 
Strayer, George D., 584 
Study, 231n, 247, 248, 317, 411 
Sturm, Johann, 9, 423, 499 
Subject matter, 215, 222, 299-303, 305, 
306, 312, 415, 441, 498, 506-508, 
514, 522 

(See alto Curriculum) 

Suetonius, 417 

Suffrage, 41, 42, 46, 88, 93, 371, 817 
Summa Theoloffiea, 179, 325 
Summer school, 229, 377, 524, 525 
Sunday schools, 34, 87, 335-340, 346, 
349, 377, 389, 599 

and lesson series, 337, 338, 350^ 600 
Superintendent of schools, 314, 627, 
528, 562, 580-587 

Supernaturalism, 5, 109, 112, 133, 332, 
354, 366, 632 
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Supervinon, 62, 314, 316, 334, 378, 441, 
611, 627, 633, 630, 641, 662, 680- 
693 

Support, of education (tee Finance, 
taxation) 

Surplus Revenue Act of 1837, 64 
Survey, school, 586 

Surveying in the curriculum, 83, 280, 
436, 607 

Swarthmore, 483 
Swett, John, 678 

SyUabui of Errors, 66, 663, 631, 632 
Symbolism, 124, 125, 180, 224, 241, 268, 
287, 343, 405 

T 

Tacitus, 418 

Talks on Pedagog%es, 344, 566 
Talks to Teachers, ISO 
Talleyrand, 332, 542, 543 
Talmud, 167, 169 
Taunton Commission, 42 
Taxation, 49, 79, 80, 88, 433, 456, 461, 
648, 549, 551, 554, 555, 564, 573, 
574, 603, 605-609 
(See also Finance) 

Teachers, 159, 1G9, 173, 201, 359, 379, 
407, 410, 424n, 497, 569, 584, 591, 
618 

certification of, 334, 503, 520-525, 
573, 587, 588 

organization of, 73, 448, 449, 527-530 

retirement of, 534 

salaries, 80, 494, 495, 508, 519, 525, 
531-534, 609 

social-eeonomic status of, 493-497, 
501, 504, 532-534 

Sunday school, 338, 339, 377 

tenure, 423, 534 

traimng of, 60, 303, 402, 493-534, 
571, 686 

women as, 612, 528, 530-632 
Teachers College, Columbia, 65, 517, 
519 

Teachers colleges, 513-517, 523n, 534, 
591 

Teaching, art of, 496, 500, 502, 510, 
511,630 
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Teaching, orders, Cathdlie, 09, 612, 613, 
662, 567, 627 
Temple, Ahoe, 407 

Term, school, 410, 660, 674, 670, 608, 
638 > 

Tests, 316, 399, 459, 624, 689 
(See also Measurement) 

Textbooks, 56, 113, 115, 139, 215, 225, 
262, 266, 335, 305, 397, 411, 552, 
557, 562, 671, 673, 587, 688, 629 
(See also Books) 

Theology, professional study of, 82, 456, 
458, 477, 478, 484, 497, 615 
Theory and PraeHee of Teaching, 230, 
510, 533 

Hurd Reich, 30, 40, 618 
Third Republic, 62, 60 
Thorndike, Edward L , 18, 152-155, 
156, 233, 234, 236, 261, 301, 311, 
379, 407, 519 

Three R’s, 56, 87, 388, 390, 393, 400, 
403, 412, 431, 565n, 590, 634 
(See also Arithmetic, Readmg; 

Writing) 

Tolstoy, Leo, 23^ 

Totalitarianism, 40, 41, 61, 507 
Town. 521, 672-574, 580, 607 
Township, 574, 607 
Tractate of Education, 9, 260, 427 
Trade education, 33, 63, 81, 83, 86, 92, 
254n, 278-284, 293, 360 
Transfer, psychological theory of (see 
Disciplme, formal) 

Transportation, to school, 657 
Tnnum, 82, 250-252, 254, 257, 258, 
265, 418, 420, 476, 476, 479, 484 
Truth, 102, 129-131, 133n, 173, 176, 
182, 207, 214, 235, 251, 305, 332, 
342, 347, 373, 485, 487n, 627, 628n, 
630-633 
Turgot, 603 
Tuskegee Institute, 281 

U 

Union Theological Seminary, 349 
Unit of credit, 440, 441, 452, 517 
plan of mstruction, 244, 245, 312 
Umted Nations Educational, Scientific, 
and Cultural Organization, 74 
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United States, 66, 63, 74, 231, 233, 266, 
281, 283, 294, 378, 397, 404, 406, 
410, 606, 518, 620, 628, 668, 663, 
687, 605, 618, 633 
Vnioergilt de France, 62 
University, 40, 446, 524, 626, 638i, 539, 
566 

(See alio College) 
extension, 378, 379 
medieval, 78, 178, 180, 421, 422, 426, 
466-463, 474, 476, 477, 484, 497, 
515, 671, 615, 616, 627 
modernization of, 484r-467 
national, 64, 488, 489 
state, 469-471, 489 
teacher training in, 514, 517-520 
Utilitarianism, 16, U, 141, 265, 267, 
293-295, 336, 431, 451, 480 

V 

Vaasar, 473, 474 

Verbalism, 108, 112, 180, 263, 268 
Vergerius, 258, 476, 477 
Vernacular, instruction in the, 191, 269, 
270, 271, 384, 385, 391, 393, 422, 
428, 462, 463, 486 
Virginia, 315, 334, 396, 560 
University of, 467, 469, 470, 479, 
489, 547, 633 

Virtue, teaching of, 98, 09, 103-105, 
352, 353 

'^tues, as aims of education, 6, 11, 21, 
26, 81, 34, 110, 318, 319 
Vivea, Juan L., 10, 500 
Vocational education, 17, 84, 89, 90, 92, 
94, 110, 113, 132, 202, 229, 254, 
278-284, 316, 369, 394, 412, 424, 
449, 451, 453, 520, 547, 566 
Volkiichule, 391, 397 
Voltaire, 187 

W 

War, and education, 78, 539, 641 
Ward, Lester F., 623 
Wsshbume, Carleton, 400 
Wsshington, George, 43, 64, 488, 489 
Watson, John B., 155, 156, 408n 
Wealth of Naliota, 546 


Webster, Daniel, 48n, 467, 468, 664 
Webster, Noah, 43, 66, 64, 84, 271, 390, 
617 

Weimar Republic, 40, 618 
Wesley, John, 328, 3^ 339 
What Knotvledge Ii Moat WorA, 294 
Wilderspin, 403, 404 
Wiley, Calvin, 45, 578 
WiU, the, 41, 66, 122, 124, 126, 139, 144, 
146, 146, 161, 221, 228, 236n, 328, 
332, 354, 355, 479 
freedom of (see Freedom) 

Willard, Emma, 473 
William and Mary, College of, 457n, 466 
Winnetka Flan, 247, 400 
Wiacoirsin, University of, 483 
Witmer, Lightner, 164 
Wollstonocraft, Mary, 472 
Woman suffrage, 42, 371 
Woman’s Christian Temperance Union, 
277 

Women, education of, 431, 472-474 
(See a/so Girls) 

status of, 322, 365, 367, 370, 636 
(See alto Family) 
teachers, 512, 528, 530-532 
Women’s clubs, 375 
Woodworth, Robert S., 154 
Wundt, Wilhelm, 148, 161 
Work and education, 34, 45-47, 93-95, 
132, 278-284, 388 
Workingman’s School, 283, 412 
Works Progress Administration 379 
Writing, 86, 166, 196, 205n, 216n, 234, 
285, 302, 330, 359, 382, 383, 387, 
388, 394, 397, 410-414, 431, 495 
(See alto 'Ihree R’s) 

X 

XYZ grouping, 399 
Y 

Yale University, 408, 457n, 464-467, 
469, 471, 478, 480, 490, 618, 519 
Young, Ells F., 632 

Z 

Ziller, Tuiskon, 307, 308, 310 




